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ABSTRACT
ASSESSING PROFESSIONAL DEVELOPMENT NEEDS OF 
ELEMENTARY TEACHERS IMPLEMENTING INCLUSION OF 
CHILDREN WITH DISABILITIES IN 
GENERAL EDUCATION CLASSROOMS 
by
Patricia D. Burgess
A descriptive study was conducted to identify authentic professional development needs of 
elementary teachers preparing, implementing, and maintaining inclusion of students with 
disabilities in the general education classrooms in Northeast Tennessee. The purpose of 
this study was to contribute information of identified professional development needs of 
elementary teachers to current research on responsible inclusive education.
Data were collected from 325 elementary teachers randomly assigned to the sample using 
a 65-item survey designed for this study. Three subsections of the survey, Assessing 
Professional Development Needs of Teachers Implementing Inclusion in Grades PreK-8, 
assessed the perceived needs of conditions, areas, and foundations of effective 
professional development by determining the discrepancies between observed and desired 
scales. Demographic factors included years of teaching experience, level of education, 
level of experience working with students with disabilities, current stage of involvement 
with an inclusive programs, and amount of formal or college course work in special 
education.
The data were analyzed with an analysis of variance to determine significance between and 
within groups and a post hoc test determined specific significant groups. The factors that 
determined the most significance were level of experience working with students with 
disabilities and current stage of involvement with an inclusive program. Conclusions of 
the study reveal the need for professional development based on professional growth 
stages and relevant to present working conditions and events.
iii
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CHAPTER 1
INTRODUCTION
The nationwide movement to implement successful inclusion programs is an 
attempt to educate each child to the maximum extent appropriate in the school or 
classroom he or she would otherwise attend without an identified disability (Rogers,
1993). The paradigm shift from dual systems of special and general education programs 
to inclusion requires skill building and change agents to prepare general educators and 
special educators to place students with disabling conditions into general education 
classrooms. Program success requires joint planning, collaboration, and flexibility. 
“Countless studies have demonstrated that innovation without supportive consultation on 
an ongoing basis does not have lasting results” (MacKay, 1994, p. 6).
Historical. Foundations of  Inclusion 
Addressing the needs of students with disabilities has emerged as an educational 
concern in the past 40 years and has been closely linked with the civil rights movement. 
The benchmark case of Brown v. Board of Education of Topeka in 1954 influenced the 
practice of addressing individual educational needs of diverse populations. In this case, 
the U.S. Supreme Court ruled that public schools must provide an equal education 
opportunity to all children. Although the facts of this case focused on racial 
discrimination, Brown v. Board of Education directly influenced service delivery for 
students with disabilities. Before the 1960s, school districts educated many students with
1
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2disabilities either in highly segregated programs and facilities or excluded these students 
from school entirely (National Association of State Boards of Education, 1992).
As a reaction to educational discrimination against students with special needs, 
Congress passed the Elementary and Secondary Education Act (ESEA) in 1965. This act 
mandated the opportunity for an education for all children. Funds were earmarked for 
states to develop and implement programs for students who were economically 
disadvantaged as well as students with disabilities. Before ESEA, providing, 
implementing, and evaluating special education programs were state responsibilities. 
Commonly, states addressed special education provisions by institutionalizing children 
with severe disabilities such as deafness, blindness, mental and emotional disabilities, and 
developmental disabilities. Other educational practices ignored special needs of children 
with mild disabilities. The National Association of State Boards of Education (NASBE) 
reported that “in 1974, one-million children with disabilities were excluded entirely from 
the public school system because of the nature of their impairment” (1992, p. 7).
In 1972, excluding students with disabilities was challenged when the Pennsylvania 
Association for Retarded Citizens (PARC) filed suit against the state. PARC challenged 
the law that required justification and proof that a child with special needs could receive 
benefits from an education provided by a public school. The court ruled that each child 
has the right to an equal educational opportunity despite the severity of the disability.
Again in 1972, the U.S. Supreme Court supported the principle of equal education 
opportunity in the case of Mills v. Board of Education of District of Columbia. In this 
case, the court ruled that each child has the right to an education and that a school system
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
could not use the excuse of limited funds as a reason for refusing services to children with 
disabilities.
In 1973, Section 504 of the Rehabilitation Act was passed guaranteeing persons 
with disabilities the right to an education and accessibility to public facilities, employment, 
and transportation. This anti-discrimination law provided equal opportunity protection 
from birth to death to all persons with “a physical or mental impairment that substantially 
limits a major life activity, or is regarded as disabled by others” (Zirkel, 1993, p. 2). 
Additionally, this law provided for an education that was comparable to the education 
provided to nondisabled students; hence, protecting students against discrimination based 
solely on disability.
In 1975, the Education for All Handicapped Children Act (Public Law 94-142) 
was passed to guarantee students with disabilities a free appropriate public education, 
protective due process rights, an education in the least restrictive environment, 
individualized educational programming, and parental or custodial involvement provisions. 
After the passage of Public Law 94-142, special education experienced the “normalization 
movement” (Beziat, 1990, p. 21). Beziat (1990) stated “during the normalization 
movement, the right and need for as normal a life as possible in regular settings were 
recognized for individuals with disabilities” (p. 21). During the 1970s and 1980s, the 
normalization movement encouraged the “deinstitutionalization movement” in that many 
large institutions housing children and adults with severe disabilities were downsized or 
completely closed, and these adults and students were included in community schools and 
housing (Beziat, 1990). With the passage of Public Law 94-142, many doors of public
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
4and community schools were opened to provide appropriate education in the least 
restrictive environment for all children with disabilities.
In 1984, Stainback and Stainback questioned special education delivery.
According to these researchers, dual systems had disadvantages including ambiguous 
eligibility requirements for special education, inadequate individualized programming for 
all students, ineffective instructional methods in special classes, competition between 
special and general educators and administrators, and duplication of instructional and 
administrative services, funding and governance (Stainback & Stainback, 1984). The 
residual effect of this article generated the onset of the Regular Education Initiative (REI) 
that proposed a merger of general and special education systems.
In 1986, Madeline Will, U.S. Assistant Secretary for the Office of Special 
Education and Rehabilitative Services (OSERS), voiced concerns about the dual system of 
special and general education. According to Will (1986), obstacles in special education 
included a fragmented approach to delivery, separate administrative arrangements, 
stigmatization of students, and conflicts among parents, teachers, and administrators about 
placement. Her proposed solutions included increased instructional time, principals 
empowered to control both programs as one system, and new instructional approaches, 
such as cooperative learning, individualized curricula, and performance-based assessment 
(Will, 1986). Will (1986) concluded that:
The ability of regular education teachers to serve students with learning 
problems can be greatly enhanced by establishing building level support 
teams to assist the classroom teachers in: [a] informally assessing learning
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
5problems, [b] developing regular education alternatives and solutions to 
instructional problems, and [c] providing a support system in the 
classroom through the use of aides or team teaching strategies, (p. 412).
The combination of special and general education governance and forms of service 
delivery originated the concept of inclusion. The National Center on Educational 
Restructuring and Inclusion (NCERI) defined inclusion as:
Providing to all students, including those with severe handicaps, equitable 
opportunities to receive effective educational services, with the needed 
supplementary aids and support services, in age-appropriate classes in the 
neighborhood schools, in order to prepare students for productive lives as 
full members of society. (NCERI, 1994, p. 4)
The basic premise of inclusion is to provide an appropriate education for students with 
special needs by combining the content knowledge of the general educator and the 
exceptionality knowledge of the special educator.
The U.S. Congress amended Public Law 94-142 in 1990 changing its title to 
Individual with Disabilities Education Act (IDEA). The 1990 amendment redefined 
“handicapped children” to “children with disabilities,” which placed the emphasis on the 
person rather than the disability, and required schools to oversee employment or 
educational opportunities for students after attending high school. On July 26, 1990, 
Congress passed the Americans with Disabilities Act (ADA) which protected people with 
physical, mental, emotional disabilities against discrimination and assured them equal 
employment opportunities.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
6With the passage of these acts and a surge of support for change in special 
education delivery, an increased public and professional awareness encouraged better 
education opportunities in the least restrictive environment. The IDEA requirement to 
provide an education in the least restrictive environment indirectly supports practices of 
including students with disabilities in the general classroom setting. The practice of 
inclusion encourages a team approach from general and special educators to meet diverse 
student needs within a classroom. Freagon et al. (1993) found that effective instructional 
strategies for inclusive settings include individualizing programs, adapting and modifying 
instruction, and working with other teachers.
Many studies have found that effective and supportive professional development is 
the key to successful implementation of individualized inclusion practices. According to 
Darling-Hammond and McLaughlin (1995), any visceral change in schools “requires 
teachers to rethink their own practice, to construct new classroom roles and expectations 
about student outcomes, and to teach in ways they have never taught before” (p. 597). 
Effective professional development encourages teachers to reflect critically on their 
practice by considering experiences and how these experiences have influenced their 
knowledge and beliefs (Darling-Hammond & McLaughlin, 1995). Reflective practice 
allows teachers to guide their own learning and beliefs and to address current, relevant, 
personal needs when confronting diverse populations, such as children with disabling 
conditions. Fullan (1993) stated that teachers must become change agents through 
personal and career vision building, inquiry into one’s personal purpose, mastery of 
knowledge, and sharing and collaborating with colleagues.
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7Successfully implementing the inclusion of students with special needs in the 
general classroom requires proper development for personal and professional growth o f all 
involved. Lieberman and Miller stated that “mandating new policy without attending to 
organizing, supporting, and providing teachers and principals with the necessary learnings 
they need to carry out any school improvement efforts will be ineffective” (1986, p. 100).
Statement of the Problem 
To prepare, implement, and maintain successful inclusion programs in the schools, 
relevant and appropriate professional development for teachers is necessary. Supporters 
of school reform and supporters of inclusion agree that all students should be educated as 
foil members of the school (“Inclusive Education Programs,” 1994). This practice 
requires a collaborative effort among all instructional staff members to decide the most 
appropriate education to meet the individual needs of all learners. Another overlapping 
practice of school reform and inclusion is developing school autonomy. Site-based change 
encourages more participation from key players, or stakeholders, to make changes and 
decisions based on the culture of the school (NASBE, 1994). Cunningham and Gresso 
(1993) stated that, “When employees have an opportunity to be self directed in their 
learning, they are likely to be highly motivated and committed to their development” (p. 
189).
Purpose of the Study 
This study will contribute information of identified effective professional 
development needs as identified by teachers when preparing, implementing and
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8maintaining inclusion programs in elementary schools. The study is to investigate the 
discrepancy between observed and desired professional development conditions, areas and 
foundations when implementing inclusive practices for educating children with disabling 
conditions.
Research Questions
The questions addressed in this study focus on the discrepancy between observed 
and desired professional development needs of elementary teachers preparing, 
implementing, and evaluating inclusive programs for students with disabilities. The 
independent variables in this study included years of teaching experience, educational 
level, level of experience working with students with disabilities, current stages of 
involvement with an inclusive program, and formal/college course work in special 
education.
QUESTION 1: To what extent do teachers feel that professional development is observed 
and desired for instructional modifications for students in inclusive settings?
QUESTION 2: To what extent do teachers feel that professional development is observed 
and desired for assessment models for students in inclusive settings?
QUESTION 3: To what extent do teachers feel that professional development is observed 
and desired for legal issues of inclusion?
QUESTION 4: To what extent do teachers feel professional development is observed and 
desired for philosophy of inclusion?
QUESTION 5: To what extent do teachers feel that professional development is observed
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
9and desired for working with parents and community resources in inclusion programs? 
QUESTION 6: To what extent do teachers feel that professional development is observed 
and desired for creating safe inclusive environments?
QUESTION 7: To what extent do teachers feel that professional development is observed 
and desired for reflective practice when implementing inclusion?
QUESTION 8: To what extent do teachers feel that professional development is observed 
and desired for access to professional reading when implementing inclusion?
QUESTION 9: To what extent do teachers feel that professional development is observed 
and desired for access to supportive dialogue when implementing inclusion?
QUESTION 10: To what extent do teachers feel that professional development is 
observed and desired for school improvement when implementing inclusion?
QUESTION 11: To what extent do teachers feel that professional development is 
observed and desired for access to courses and advanced qualifications when 
implementing inclusion?
Significance of the Problem 
This study will provide educational leaders in Northeast Tennessee with effective 
reflective professional development needs recognized by teachers that, if used, will 
facilitate the inclusion of students with disabilities into elementary school programs. 
Specifically, the first contribution of this study will be the recognition of professional 
development conditions teachers feel are important when implementing inclusion 
programs. The second contribution of this study will be the overall identification of topics
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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that may enhance professional development effectiveness. In addition, this study will 
contribute professional development foundations that may strengthen professional 
development programs.
Limitations
The limitations of this study were as follows:
1. The population for this study included representatives from elementary teachers from 
five cities/towns and six counties in Northeast Tennessee.
2. This study did not compare different configurations of inclusive programs.
3. This study focused on teachers in elementary schools and limited to grades 
kindergarten through eight.
4. This study focused on results obtained from one instrument and from one sampling of 
the population.
Definitions
Age-appropriate placement: Age-appropriate placement refers to the general education 
placement for students who are the same chronological age.
Disability: According to the Individuals with Disabilities Education Act, specific 
disabilities include mentally disabled, developmentally delayed, deafness, hearing impaired, 
speech impaired, blindness, visually impaired, seriously emotionally disturbed, 
orthopedically impaired, other health impaired, specific learning disability, autism, and 
traumatic brain injury.
Free appropriate public education: According to the Education for All Handicapped
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Children Act (1975), free appropriate public education is:
Special education and related services which [a] have been provided at 
public expense, under public supervision and direction, and without 
charge, [b] meet the standards of the state education agency, [c] include 
an appropriate preschool, elementary, or secondary education in the state 
involved, and [d] are provided in conformity with the individualized 
education program required under Section 1414 (a) (5) of this title.
Inclusion: The National Center on Educational Restructuring and Inclusion (NCERI,
1994) defined inclusion as:
Providing to all students, including those with severe handicaps, equitable 
opportunities to receive effective educational services, with the needed 
supplementary aids and support services, in age-appropriate classes in the 
neighborhood schools, in order to prepare students for productive lives as 
full members of society, (p. 4)
In-service: Routman (1991) defined in-service as the practice of providing specific 
information to staff with little or no follow-up. “The information is transmitted to the 
audience with minimal opportunities for interaction” (Routman, 1991, p. 462).
Least restrictive environment: According to the Education for All Handicapped Children 
Act (1975), least restrictive environment is defined as:
to the maximum extent possible, handicapped children, including children 
in public or private institutions or other care facilities, [should be] 
educated with children who are not handicapped, and that separate
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schooling, or other removal of handicapped children from the regular 
education environment [should] occur only when the nature or severity of 
the handicap is such that education in regular classes with the use of 
supplementary aids and services cannot be achieved satisfactorily.
Mainstreaming: Freagon et al. (1993) defined mainstreaming as “the process of placing a 
student with mild to moderate disabilities into one or more regular academic classes”
(p. 2).
Professional development: Darling-Hammond and McLaughlin (1995) defined 
professional development as “providing occasions for teachers to reflect critically on their 
practice and to fashion new knowledge and beliefs about content, pedagogy, and learners” 
(p. 597).
Reflective practice: A powerful approach to professional development based on the belief 
that organizational change begins with improving personal behaviors and individual 
practice (Osterman & Kottkamp, 1993).
Regular Education Initiative: Freagon et al. (1993) defined regular education initiative as 
“the unification of what has become two separate educational systems—regular and special 
education” (p. 2.)
Responsible inclusion: Vaughn and Schumm (1995) defined responsible inclusion as “the 
development of a school-based education model that is student-centered and that bases 
educational placement and service provision on each student’s needs” (p. 265).
Special education: Special education is defined as
specially designed instruction, at no cost to parents or guardians, to meet
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the unique needs of a handicapped child, including classroom instruction, 
instruction in physical education, home instruction, and instruction in 
hospitals and institutions (Alexander & Alexander, 1992, p. 373)
Staff development: Duke (1990) defined staff development as a process of training that 
focuses on collective growth for similar groups that leads to an enhanced repertoire of 
skills and concepts.
Overview of the Study 
The study was organized and presented in five chapters.
Chapter 1, Introduction, included the introduction of special education, inclusion 
and professional development, the statement of the problem, the purpose of the study, the 
significance, the limitations and delimitations, the definition of terms, and an overview.
Chapter 2, Review of Related Literature, presented a review of literature related to 
the history of inclusion, and current studies focusing on implementation and evaluation of 
inclusion. Additionally, chapter 2 presented a review of literature related to the history of 
staff development, the transformation from staff development to professional 
development, and reflective practices of professional development.
Chapter 3, Methodology, described methods and procedures used in the study to 
obtain research data. This section included a description of the population, sampling 
procedures, research design, and procedures for analyzing data.
Chapter 4, Presentation and Analysis of Data, provided an analysis of data and an 
interpretation of results.
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Chapter 5, Summary, summarized the research findings, conclusions, implications, 
and recommendations.
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CHAPTER 2
REVIEW OF THE LITERATURE
This chapter contains a review of literature regarding the national efforts to 
prepare and implement responsible inclusion programs. Vaughn and Schumm (1995) 
defined responsible inclusion as the “development o f a school-based education model that 
is student-centered and that bases educational placement and service provision on each 
student’s needs” (p. 265). The literature suggests a change from the traditional view of 
special education delivery systems, such as using pull-out programs, which remove 
students with special needs from the general education classroom and provide service 
delivery in a separate classroom, to responsible inclusive education programs, which bring 
support services to the child while remaining in the general education classroom.
The review reveals concurrent areas of professional development needs identified 
and recognized by general and special education elementary teachers. The identified 
professional development needs include an emphasis on effective practices of learning in 
context and reflective practice. This study focuses on teachers in public elementary 
schools in Northeast Tennessee. The five sections of this chapter review the historical 
foundation of special education delivery services along with the impact of state and federal 
legislation and litigation, the attitudinal perspective of professional development, 
components of the professional development process, characteristics of effective 
professional development, reflective professional development needs of teachers 
implementing responsible inclusion programs, and knowledge in action.
15
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Historical Foundations of Special Education
During the past 40 years, social developments, legislation, and litigation have 
influenced special education. According to Beziat (1990), approximately 10% of the 
population, or 43 million Americans, have mild, moderate, or severe disabilities. The 
United States Department of Education (1992) found that since 1976-1977 the number of 
students receiving special education services increased by 21.2% to more than 4.3 million 
school age children served during the 1990-1991 school year. The idea of addressing 
needs of exceptional children grew from an awareness of the civil rights of individuals with 
special needs and society’s changing attitude about people with disabilities. The 1954 
landmark case of Brown v. Board of Education of Topeka became one of the keystones 
for change in special education. Although this case initially focused on racial 
discrimination, the United States Supreme Court, citing the equal protection clause of the 
14th Amendment, ruled that education must be provided to all children on equal terms.
Before the 1965 enactment of the Elementary and Secondary Education Act (P.L. 
89-10) or ESEA as it is commonly referred to, special education services were left to the 
discretion of individual states. During this era, the practice of institutionalization was 
prevalent with severely impaired students, and educational neglect was the primary 
method of addressing the needs of students with mild disabilities. In an attempt to focus 
attention to special education, Congress passed the ESEA, which even today is a 
benchmark for mandating educational rights of children with special needs. ESEA 
provided funds to states and local districts for developing and planning programs for
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students who were economically disadvantaged and/or had disabling conditions. The act 
was amended often to provide funding for state-supported programs in institutions (P. L. 
89-313, 1966), to create the Bureau of Education for the Handicapped (P. L. 89-750, 
1966), and to establish a pilot education program for preschool children with disabilities 
(P. L. 90-538, 1968). The amendment of 1969 became known as The Children with 
Specific Learning Disabilities Act and was instrumental in defining learning disabilities and 
providing funds for state-level programs for children with learning disabilities.
Many school districts nationwide were faced with judicial decisions that mandated 
the eligibility criteria and established due process requirements for all children. In the 
1967 case of Hobson v. Hansen, the court ruled that the tracking system, which found 
students eligible for placement in special education or general education based on 
intelligence test scores, discriminated against black students and students from lower 
socioeconomic status (Heward & Orlansky, 1992). The courts mandated that eligibility 
for special services be continued and that those services should not be founded solely on 
standardized tests because in doing so students tended to be classified according to 
environmental, social and economic factors, rather than according to their ability to learn.
In the 1970 case, Diana v. State Board of Education, involving Spanish speaking children, 
placement in special classes was held to be inappropriate because that placement was 
based solely on intelligence tests given in English (Heward & Orlansky, 1992).
Legal challenges continued on the grounds of service accessibility for federally 
funded and mandated programs. In the 1972 case of Mills v. Board of Education of 
District of Columbia, seven children were found eligible for special services. These
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children had “been labeled as behavioral problems, mentally retarded, emotionally 
disturbed or hyperactive”; however, the Board of Education of the District of Columbia 
denied the children the right to attend public schools and did not offer an alternative 
educational placement (Alexander & Alexander, 1992, p. 361). The District claimed, that 
because of budget concerns, otherwise appropriate special education could not be 
provided to the students. The United States Supreme Court held that each child, 
regardless of needs, had a basic right to an equal educational opportunity. The court 
further stated that lack of funds was an unacceptable excuse for failure to provide that 
educational opportunity at such a basic level.
In 1972, the Pennsylvania Association for Retarded Children (PARC) challenged a 
state law concerning special education delivery services in the Commonwealth of 
Pennsylvania. It was PARC’s contention that state law denied a public education to 
children with disabling conditions because they were considered “unable to profit from 
public school attendance” (Heward & Orlansky, 1992, p. 38). However, the courts held 
that the state did not meet its burden of proof in order to support its contention that 
students with special needs were ineducable and untrainable; therefore, the court ruled in 
favor of PARC. Children with disabilities were, in fact, entitled to receive a free, 
appropriate public education. This court decision formed the foundation for future 
legislation.
In 1973, the United States Congress enacted Section 504 of the Rehabilitation Act 
designed to protect the rights of individuals with disabling conditions in areas of 
employment, housing, accessibility, and education. In 1975, the Education of All
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Handicapped Children Act, EAHCA (P. L. 94-142), was enacted to provide a free, 
appropriate education to all children with disabling conditions between the years o f three 
and eighteen. Additionally, this law guaranteed protection of student and parent rights 
through substantive and procedural due process and mandated an Individualized 
Education Plan (IEP) for each student found eligible to receive special services. EAHCA 
(as of October 1990, Individuals with Disabilities Education Act) was a direct result of 
court holdings in an earlier case, Mills v. Board of Education of the District of Columbia 
in 1972. According to Heward and Orlansky (1992), P. L. 94-142 directs the states to 
comply with the law by:
1. Locating and identifying all children with disabilities.
2. Identifying and placing handicapped children by means of testing and 
evaluation procedures that do not discriminate on the basis of race, culture or 
native language.
3. Developing an individualized education program (IEP) for every 
handicapped child in the state.
4. Educating each handicapped child in the least restrictive environment (LRE).
5. Protecting the rights of handicapped children and their parents by 
ensuring due process, confidentiality of records and parental involvement in 
educational planning and placement decisions (p. 44-45).
The first case based on P. L. 94-142 to reach the U. S. Supreme Court was Board 
of Education of the Hendrick Hudson Central School District v. Rowley (1982). The 
parents of Amy Rowley, a fourth grade student with a hearing impairment, filed a
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grievance based on their complaint that, because the school withdrew sign language 
services, Amy received only 50% of the instruction. The court ruled in favor of the 
schools and stated that Amy was making satisfactory academic progress with the other 
special services offered. The second case challenging P. L. 94-142 was the 1984 case of 
Irving Independent School District v. Tatro. In this case, which has come to be seen as a 
landmark case in special education, the court ruled that school personnel were required 
“to provide catherization and other medical services” to a young child with spina bifida in 
order for the child to remain in the least restrictive environment (Heward & Orlansky,
1992, p. 49).
P. L. 94-142 opened the doors o f public and community schools by providing 
appropriate education for all children. This concept was challenged in 1988 when a New 
Hampshire judge ruled that P. L. 94-142 was not intended to provide educational services 
to all handicapped children (Timothy W. v. Rochester School District). This ruling was 
overturned, and the court of appeals held “that public schools must educate all children 
with disabilities regardless of how little they might benefit or how severe their handicap” 
(Heward & Orlansky, 1992, p. 49).
Congress amended Public Law 94-142 in 1990 changing the title to Individuals 
with Disabilities Education Act (IDEA) which reflected an attempt to place the emphasis 
on the student rather than the disabling condition. IDEA did not remove any existing 
provisions but it added autism and traumatic brain injury as two new categories of 
disabilities. Other additions required schools to provide transition services for students at 
the age of 16 and to update this plan annually.
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IDEA sparked an increased awareness for better public education for individuals 
with special needs and recognized the rights of individuals with disabling conditions.
Those rights included the right to: employment, independent living, participation in 
community activities, and move around freely (Pues, 1990). This means that a person 
covered under the act has the right to apply for and be considered for a job, despite any 
disability; to live wherever he or she chooses without discriminatory practices regarding 
the disability; and to access public transportation as anyone would without a disability.
The passage of IDEA provided support and mandates for special education service 
delivery.
IDEA directed schools to provide a continuum of services designed to meet the 
individual needs of all students with disabilities. This federal legislation required that: 
to the maximum extent appropriate, children with disabilities are educated 
with children who are not disabled, and that special classes, separate 
schooling, or other removal of children with disabilities from the regular 
environment occurs only when the nature or severity of the disability is 
such that education in regular classes with the use of supplementary aids 
and services cannot be attained satisfactorily (Section 612 (5)B of P.L. 94- 
142).
Traditionally, public schools complied with IDEA regulations primarily by providing 
special education delivery through pull out programs for students with disabling 
conditions. The practice of pull out programs removed the student with disabling 
conditions from the general education setting and required special education service
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delivery in a separate classroom provided by a special education teacher. Madeline Will,
U. S. Assistant Secretary for the Office of Special Education and Rehabilitative services, 
challenged the concept of providing instruction in the least restrictive environment using 
pull-out programs and introduced the regular education initiative. Will (1986) argued, 
“Although well-intentioned, this so-called ‘pull out’ approach to the educational 
difficulties of students with learning problems has failed in many instances to meet the 
educational needs of these students” (p. 413).
In 1986, Will initiated the practice of educating students with disabling conditions 
through the general education classroom with supportive services provided by special 
education teachers. Will cited four main concerns with the present pull-out system of 
special education: [a] fragmentation of separate services and programs, [b] lack of 
coordination among regular and special education teachers and administrators, [c] 
segregation of students in special programs, and [d] conflicts between parents and school 
personnel about a student’s placement (Jenkins, Pious, & Jewell, 1990). Stainback and 
Stainback (1984) reported dual systems, or pull-out systems, encouraged competition and 
duplication of personnel, materials, equipment, and duplication of operations of 
accounting, funding, and monitoring. Consequently, dual systems discouraged 
cooperation, consolidation, and coordination between special education and regular 
education. The premise of the regular education initiative addressed the alliance of 
governance and merger of funding of special education and regular education.
Stainback and Stainback (1984) argued that the dual system was unnecessary and 
expensive. Their research concluded that much time, effort, and money are required to
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classify students as general or special and to determine categories of exceptionality for 
students eligible for special services. In 1985-1986, state-reported expenditures for 
special education services were approximately $16 billion; by 1989-1990, the expenditures 
for special education increased to approximately $18.6 billion (Fuchs & Fuchs, 1995). In 
1989-1990, cost per pupil receiving special education services was approximately $7,800, 
or 2.3 times the cost per pupil receiving regular education services (Fuchs & Fuchs,
1995).
A University of Maryland study investigated the special education resource 
allocations and how those allocations change with a move to inclusion (McLaughlin & 
Warren, 1994). The researchers interviewed directors of special education, principals, and 
other administrators in 14 schools or districts to obtain information about the impact of 
inclusion on budgets. Although limited by the relatively small number of school districts 
involved in the study and the recent implementation of inclusion, McLaughlin and Warren 
found that most district administrators stated that inclusion initially costs more. However, 
the start-up costs were offset by the financial savings associated with decreasing 
specialized school enrollment or transportation demands. Collaboration of general 
education and special education systems, increased services provided to students in 
neighborhood schools, and facility improvements required by the Americans with 
Disabilities Act were other benefits.
According to Will (1986), the regular education initiative proposed solutions to 
problems of the pull out system, or dual system, used to educate students with special 
needs. She stated that possible solutions included: [a] administrative control would return
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to school principals for managing and coordinating categorical services; [b] instructional 
time would be increased; [c] a system of support teams, team teaching, and inservice 
would be provided for teachers; and [d] new instructional methods would be used 
(Jenkins, Pious, & Jewell, 1990). Will’s proposal for combining the regular education 
with special education, including resources, had as its purpose and, as required by law, a 
delivery system that provided an appropriate education to all students (1986).
Recent studies clearly support the proposition that inclusive programs produce 
positive effects and can be cost effective. As stated by Houck and Rogers (1994), only 
recently have data-based studies been reported that focus specifically on student effects in 
inclusive programs. In west-central Florida, Baneiji and Dailey (1995) conducted an 
extensive three-part evaluation that concentrated on academic and affective outcomes of 
fifth-grade students with specific learning disabilities (SLD) and without SLD; teacher and 
parent perceptions of students’ growth in inclusive second and fourth grade settings; and a 
review of anecdotal records of students with handicapping conditions. Part one of this 
study examined program effects on 13 students with SLD and 17 of their nondisabled 
classmates. Part two reviewed perceptions from 10 teachers and 45 parents of program 
effectiveness in grades two and four. A review of anecdotal records of second grade and 
fifth grade students with and without SLD, part three of the study, was used to identify 
patterns of observations. The study found that students with specific learning disabilities 
participating in an inclusive reading class made achievement gains comparable to those of 
their normally achieving peers. Other cited benefits included an increased acceptance of 
students with disabilities, indications of effective teacher collaboration, and improved self-
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esteem for students with specific learning disabilities.
An integrative literature review of inclusion revealed advantages not only for 
special education students, but for nondisabled students as well. The common thread 
found in most o f the literature is a sense of community and belonging. Alper and 
Ryndak’s review o f research included advantages of integration for students with severe 
disabilities and for nonhandicapped students (1992). Advantages attributed to inclusion 
for students with disabilities cited by the authors included increased social-interaction 
skills and friendships, increased opportunity to observe and learn more appropriate 
behaviors from role models and peers, and increased academic expectations of general and 
special education teachers. Advantages for nondisabled students included an increased 
acceptance of differences and a foundation for preparing students to live and work in a 
pluralistic society (Alper & Ryndak, 1992).
In Houck and Rogers’ literature review, the authors stated advantages of inclusive 
schools included “successful outcomes without the stigma associated with segregated 
programs, widespread benefits to all students, and greater cost efficiency through a merger 
of all school resources into one unified effort” (1994, p. 435). According to Dickens- 
Smith (1995), advantages included increased self-esteem, reduction of feelings of 
isolation, participation in a more academically challenging environment and increased 
integration with peers. The concept of inclusion is not cited in federal regulations; 
however, the premise behind IDEA is a mandate for all students to be educated in the least 
restrictive environment to the maximum extent possible.
The Individuals with Disabilities Education Act indirectly supports inclusive
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practices of combining special and general education delivery to help children with 
disabilities perform as much like nondisabled students as possible (Fuchs & Fuchs, 1995). 
Federal case law involving IDEA, in which inclusion has been at least a tangential issue, 
has found favor with many federal courts. Lipton (1994) stated that:
the four federal appellate courts to directly address this issue [inclusion] 
have all upheld the right of children with significant cognitive abilities to 
attend regular education classes full time when the educational benefits 
for the individual disabled child call for such placement, (p. 2-3)
Although present federal regulations do not address inclusion directly, many federal court 
cases show support. As alluded to above, in the first section of this review, many court 
decisions have required schools to attempt general education placements for students with 
special needs before making placement in special education classrooms while 
acknowledging a continuum of services must be available to meet individual needs in the 
least restrictive environment.
In 1989, Daniel R.R. v. State Board of El Paso Independent School District 
marked the dramatic shift in policy and interpretation of IDEA and inclusion (Lipton,
1994). The court developed a two-step test by requiring schools to address the following 
questions:
“Has the school district made every attempt to educate the child in the 
general education classroom, including making available supplementary 
aids and services? and If a general education classroom is inappropriate, 
has the school district provided other opportunities for inclusion, e. g.,
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lunch, recess, field trips, etc.?” (Maloney, 1994, p. 7).
In 1993, another landmark case supporting inclusion was Oberti v. Board of 
Education of the Borough of Clementon School District (Lipton, 1994). This court found 
that the school district did not consider appropriate factors when removing an 8-year-old 
boy with Down syndrome from the general class and placing him in a special education 
class. The school district considered Rafael Oberti’s behavior problems as a determining 
factor for placing him in a segregated special education class and did not reconsider his 
placement after his behavior problems decreased in the following years. The United States 
Department of Education supported the New Jersey court decision’s approving of 
parents’ request for “parallel instruction of providing different, but related, instruction for 
a disabled child in a regular education classroom” (Maloney, 1994, p. 7). The common 
thread that permeates the philosophy of inclusion is the necessity for individualization 
based on the needs of each student. Effective and supportive professional development is 
essential to successful implementation of individualized inclusion practices.
Several studies have highlighted teacher concerns relative to their perceptions that 
they have received insufficient training in collaborative team teaching; have insufficient 
skills recognizing characteristics of specific disabilities; have inadequate information 
regarding federal regulations and the requirements for basic compliance; and what 
constitutes an appropriate delivery system. A significant study focusing on perceptions 
and opinions of 381 special and general educators was conducted by Semmel, Abernathy, 
Butera, and Lesar (1991) in six school sites in central and southern California and 16 
school sites in northern Illinois. The researchers used a 66-item instrument that assessed
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teachers’ attitudes, beliefs and perceptions relative to current practice of special education 
service delivery and the proposed regular education initiative.
A factor analysis of the instrument items generated 14 dimensions that were 
common or statistically significant based on principle component analysis: [a] special 
education teachers’ role, [b] feelings of belonging perceived from students with mild 
disabilities, [c] adapting to instructional needs of students with mild disabilities, [d] teacher 
preparedness, [e] shared responsibility, [f] collaborative teaching in general classrooms,
[g] redistribution of resources, [h] stigmatization of students with mild disabilities, [i] 
generic instructional/collaboration skills, [j] psychological assessment, [k] individualized 
education program/least restrictive environment perspective, [1] instructional time, [m] 
achievement outcomes, and [n] effectiveness of consultant services model (Semmel et al.
1992). Relatively low levels o f agreement were found on factors related to the ability of 
general education teachers to instruct students with disabilities in the regular classroom 
effectively. This finding suggested that general educators do not feel prepared or skilled in 
areas necessary to deliver services to students with special needs. Additionally, responses 
suggested that most of the teacher sample perceived themselves as partners in an inclusive 
setting, not a dual system of education. The study concluded by stating that necessary 
training and planning are essential to successful integration of students with special needs.
Another study focusing on the need for change in service delivery for the general 
classroom was conducted by Baker and Zigmond (1990). This study examined essential 
educational practices in elementary general education classrooms when integrating 
students with learning disabilities. Results from this case study focusing on an urban
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school district suggested the need for inservice training and ongoing technical assistance in 
order to encourage any significant change in present practices of inclusive instruction.
Although sustained, ongoing professional development is essential for 
implementation o f responsible inclusion programs, specific data concerning professional 
development needs of general and special education teachers are limited. Cunningham and 
Gresso (1993) stated that there is “significant proof that staff development and effective 
implementation are strongly interrelated” (p. 175).
As the studies cited above revealed, a transformation from a dual system of special 
education delivery to an inclusive environment requires the acquisition of new knowledge 
and more emphasis on professional development. Cunningham and Gresso (1993) stated 
that teachers must be provided an opportunity to develop new knowledge, skills, and 
abilities related to new ideas and directions. They further asserted that “adults learn as a 
result of their own personal and professional needs, and no developmental activity will be 
successful unless the need is recognized by the individual” (p. 189).
The National Association of State Boards of Education (NASBE, 1994) 
researched training needs of teachers involved with inclusive programs. This study found 
that teachers responding to the survey made the following suggestions: [a] provide 
problem-solving time through staff training, [b] provide training in instructional methods 
and teaching strategies, and [c] provide training on implementation of change. A pressing 
need exists to recognize and address the perceived professional development needs of 
teachers who are involved in educating a diverse population in an inclusive delivery 
setting.
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Professional Development: Attitudinal Perspective
Historically, professional development has generally focused on improving 
teachers’ technical skills, surveying new instructional methods, and implementing 
classroom management programs (Fullan & Hargreaves, 1991). Professional development 
approaches implied that teachers were passive and “empty, deficient, lacking in skills, 
needing to be filled and fixed with new techniques and strategies” (Fullan & Hargreaves, 
1991, p. 104). Unfortunately, many common professional development approaches are 
“done t o  the teachers rather than w i t h  them, still less b y  them” (Fullan & Hargreaves,
1991, p. 17).
Traditional approaches to professional development delivered fragmented 
knowledge to teachers in a formal inservice workshop, at a planned conference, or with 
the help of an outside expert or consultant. Lieberman (1995) found that “outside experts 
have often viewed teaching as technical, learning as packaged, and teachers as passive 
recipients of the findings of objective research” (p. 592). Fullan and Hargreaves (1991) 
found that a large part of district level professional development budgets were 
encumbered for experts, trainers, and administrators. Before initiating his research of 
effective professional development strategies, Duke (1990) surveyed teacher participants 
and found they viewed staff development “as something imposed from above,” “a line item 
on the budget,” or “a day without kids in October and in February” (p. 74). Fullan and 
Hargreaves (1991) stated that the top of the leadership hierarchy usually mandated 
fragmented, hurried nature of staff training and did not address individual needs of
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teachers.
Duke (1990) found that quality time and a “context of support” were the most 
important components of the professional development process and defined context of 
support as the “presence of caring and concerned colleagues who can provide a variety of 
points of view to stimulate reflection” (p. 72). Duke (1990) structured two groups with 
18 tenured teachers in Virginia to observe the effectiveness of a new professional 
development program designed to help teachers establish meaningful professional 
development goals. Results of his work indicated that teachers developed new 
appreciations for professional development that encouraged self growth and collegial 
dialogue. He also found that current professional development practices have been found 
to lack quality time and supportive cultures necessary to serve needs of teachers.
Teachers involved in his study verbalized the importance of lifelong learning that evolves 
over time; however, he found the teachers were reluctant to engage in high-risk goal 
setting.
While reviewing traditional staff development practices, Fullan and Hargreaves 
(1991) found that “four important aspects of the total teacher have been overlooked: [a] 
the teacher’s purpose, [b] the teacher as a person, [c] the real world context in which 
teachers work, and [d] the culture of teaching” (p. 18). Teachers spend countless hours of 
professional development time on innovations imposed by administration rather than on 
strategies that improve quality and performance in schools (Fullan & Hargreaves, 1991). 
Much time is spent on changing educational practices without time to evaluate and 
redesign current practices. Fullan stated “the way teachers are trained, the way schools
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are organized, the way educational hierarchy operates, and the way political decision 
makers treat educators result in a system that is more likely to retain the status quo” 
(1993, p. 12).
Components of the Professional Development Process 
Professional development is receiving widespread attention in current professional 
publications and is a major topic of education conferences on school reform. Duke (1990) 
defined professional development as a “dynamic process of learning that leads to a new 
level of understanding or mastery and a heightened awareness of the context in which 
educators work that may compel them to examine accepted policies and routines” (p. 71).
Duke (1990) distinguished staff development from professional development by 
stating that professional development [a] is designed for individuals, [b] fosters the 
cultivations of uniqueness and virtuosity, [c] focuses on differences, [d] is guided by the 
individual’s judgment, and [e] leads to increased personal awareness (1990, p. 71). He 
continued the distinction by stating that staff development [a] is designed for groups, [b] 
encourages collective growth in a common direction, [c] focuses on similarities, [d] is 
guided by school and district goals, and [e] leads to an enhanced repertoire of skills or 
concepts (1990, p. 71).
Like inclusion, the paradigm shift to effective professional development requires 
skill building, and change agents to prepare educators to incorporate professional growth 
as an integral part of reformed schools. Darling-Hammond and McLaughlin (1995) assert 
that effective professional development:
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creates new images of what, when, and how teachers learn, and these 
images require a corresponding shift from policies that seek to control or 
direct the work of teachers to strategies intended to develop schools’ and 
teachers’ capacity to be for student learning, (p. 598)
When restructuring entire school organizations, individuals must redefine their roles and 
contributions and reflect on how their roles relate to the overall operation of the school 
(Lieberman, 1995). Villa and Thousand (1995) stated that issues involved in school 
restructuring are parallel to building inclusive schools. These issues include establishing 
relevant educational outcomes and holding “schools accountable for accomplishing these 
outcomes with each and every student” (Villa & Thousand, 1995, p. 9). Therefore, 
redefinition and reflection of roles and contributions are essential when implementing 
successful inclusive programs.
Educational leaders must redesign professional development programs “to focus 
directly on developing the knowledge base for effective teaching and the knowledge base 
for changing the conditions that effect teaching” (Fullan, 1993). This proposed method 
refocuses professional development from content delivery to student learning. Three main 
concerns with the present system of professional development are perceptions of the roles 
and competencies of the teacher, fragmentation of delivered information, and the lack of 
coordination between teachers and administrators. According to Lyon, Vaassen and 
Toomey (1989), many teachers believe that professional development and teaching 
experiences have not prepared them for the inclusive education paradigm.
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Characteristics of Effective Professional Development 
Ironically, what everyone appears to want for students - wide array of 
learning opportunities that engage students in experiencing, creating, and 
solving real problems, using their own experiences, and working with 
others - is for some reason denied to teachers when they are the learners 
(Lieberman, 1995, p. 591).
Lieberman (1995) stated that effective teacher learning may be more similar to student 
learning than previously thought. Sykes (1996) stated that promising practices of 
professional development for teachers encourage teacher learning in many of the same 
ways as reform initiatives encourage student learning. New knowledge must build on 
prior learning, relevant to the individual needs o f learners, and learners need an 
opportunity to practice. Teachers learn best “by doing, reading, and reflecting (just as 
students do); by collaborating with other teachers; by looking closely at students and their 
work; and by sharing what they see” (Darling-Hammond & McLaughlin, 1995, p. 597). 
Approaches to effective development “encourage teachers to be learners and to experience 
the struggle for personal and intellectual growth that is an essential part of learning” 
(Lieberman, 1995, p. 594). Perkins (1985) found that professional learning occurs when 
the learner seeks to answer: [a] What is the purpose? [b] What is its structure? [c] What 
are model cases of it? [d] What arguments explain or evaluate it?
In a period of intense school reform efforts, professional development is the 
catapult to effective and quality school programs including all students. Effective
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professional development for teachers extends beyond simply hearing about new ideas to 
involving teachers in reflective practice of making decisions based on moral and 
democratic principles, not technical proficiency (Colton & Sparks-Langer, 1993). New 
ideas of professional development provide “occasions for teachers to reflect critically on 
their practice and to fashion new knowledge and beliefs about content, pedagogy, and 
learners” (Darling-Hammond & McLaughlin, 1995, p. 597).
Reflective Teaching as Professional Development
Current attention being paid to teacher reflection is an example of the cyclical 
nature of educational practices. In fact, as long ago as 1933, Dewey defined reflective 
teaching as “active, persistent and careful consideration of any belief or supposed form of 
knowledge in light of the grounds that support it and the further conclusion to which it 
tends” (1933, p. 9). With concern for school reform, reflection has become a common 
tool for improving teacher learning and classroom practices. Through reflection, 
educators logically and methodically examine perplexing and puzzling occurrences 
common to education (Grimmett, MacKinnon, Erickson, & Reicken, 1990).
Dewey (1933) stated that providing situations that initiate and provoke reflection 
create good habits of thought. The rebirth of emphasis and attention to reflective teaching 
began as a technique to provide a form of campus laboratory teaching experience for 
preservice teachers (Cruickshank, 1985). In 1978, the collaborative efforts of Ohio State 
University, Exxon Educational Foundation, George C. Gund Foundation, and Phi Delta 
Kappa assembled an instructional laboratory for preservice teachers to explore micro
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teaching, simulations, and peer teaching (Cruickshank, 1985). The controlled 
environment served as a classroom where preservice teachers could practice teaching 
strategies, reflect on technical skills of teaching, resolve problems, and experience 
collaborative peer-teaching (Cruickshank, 1985). The laboratory-clinical experience 
provided preservice teachers the opportunity to observe and measure teacher behavior and 
to examine and think about teacher performance.
Currently, professional development is at a pivotal point because o f the pressure to 
improve education and current school reform efforts (Colton & Sparks-Langer, 1993).
The shared vision of the kind of teacher to develop was founded on the framework of the 
kind of teacher that will be necessary for success in many of the future’s schools. The 
future’s schools will be “structuring communities of learning requiring empowered, 
reflective decision makers” (Colton & Sparks-Langer, 1993, p. 45). Colton and Sparks- 
Langer’s extensive research produced a framework that conceptualized the reflective 
teacher as a thoughtful person “intrinsically motivated to analyze a situation, set goals, 
plan and monitor actions, evaluate results, and reflect on professional thinking” (Colton & 
Sparks-Langer, 1993, p. 45). Cognitive psychology, critical theory, and theories of 
motivation and caring were the keystones of the reflective teaching framework proposed 
by Colton and Sparks-Langer.
The first keystone, cognitive psychology, is further divided into the three areas of 
constructivist theory, experimental learning, and the thinking of novice and expert 
teachers. The constructivist view provided the foundation that teachers’ actions, 
judgments, and reactions are constructed from personal experiences and knowledge
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(Colton & Sparks-Langer, 1993). In Raine’s (1991) research on reflective teaching, 
professional discussions and reflective journals written by teachers consistently 
emphasized personal feelings, preconceptions, experiences, and needs. This process of 
using personal experience “recasts, reframes, and reconstructs past understanding in such 
a way as to generate fresh appreciations” for new situations (Grimmett et al, 1990, p. 26).
The next level of cognitive psychology extended the constructivist theory to 
include decision making processes based on experimental learning. Decisions are 
processed as a connection between professional knowledge and information perceived in 
the environment (Colton & Sparks-Langer, 1993). Reflective teachers make tentative 
decisions relating experiences and personal intuition, analyzing data, thinking about 
results, and implementing an actual decision based on mental hypotheses (Colton & 
Sparks-Langer, 1993). Decisions made in this metacognitive manner are deliberate, 
systematic, and methodical factors of reflective teaching.
The third level of the cognitive psychology framework, thinking of novice and 
expert teachers, is a combination of constructivist theory and experimental learning. The 
researchers explored differences between teacher thinking based on length of experience. 
The major difference between novice and expert teacher thinking was the presence, or 
absence, of schemata, or mental organization of related facts, concepts, or generalizations 
(Colton & Sparks-Langer, 1993). Expert teachers had a more complex, more 
comprehensive network of facts and generalizations than novice teachers; therefore, 
thought and decision making were more automatic. On the other hand, lack of a network 
of facts and generalizations increased time and thoughtfulness of decisions made by novice
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teachers. A 1995 study of 126 Georgia school districts conducted by Galis and Tanner 
found that less experienced educators were not readily accepting change strategies for 
serving the needs of diverse students. Their conclusion stated that educators with more 
than 16 years experience indicated that they had “support for educational changes and 
viewed inclusive education more positively than their less experienced peers” (Galis & 
Tanner, 1995).
Critical theory, the second keystone of the reflective framework, states that 
reflection promotes acceptance of diverse perspectives o f others and examines long-term 
social and moral consequences (Colton & Sparks-Langer, 1993). New ideas, 
appreciations, and perceptions are reconstructed when reflective practitioners link 
inclusive educational context to purposes and efforts (Noordhoff & Kleinfeld, 1990).
Villa and Thousand (1995) supported the previous declaration by stating that effective 
professional learning is accomplished by empowering and motivating educators to select 
individual development techniques.
Motivation and caring are final keystones of the reflective framework. Reflective 
teaching motivates professional growth by encouraging teachers to search for ideas, 
innovations, and new strategies. This motivation is heightened when teachers feel they are 
making a difference in a student’s life, in the school, and in the community (Colton & 
Sparks-Langer, 1993). Fullan and Hargreaves (1991) identified a reflective teacher as 
someone who engages in growth through professional readings, professional dialogue, 
teacher research, or action research. Colton and Sparks-Langer used cognitive 
psychology, or personal experiences, decision making, and thinking, as the foundation for
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reflective teaching, and then included critical thinking. The final link was motivation and 
caring, the desire to make positive cultural changes.
Colton and Sparks-Langer’s framework was the foundation for the Clinical 
Associate Program for teacher development. The program used the framework to 
diagnose present level of knowledge and performance of teachers and to link that 
knowledge with actions to promote more reflective practice (Colton & Sparks-Langer,
1993). Participants thinking about teaching and learning and providing some teaching 
experiences that could be examined and reflected upon were primary program goals 
(Cruickshank, 1987). Reflective teaching promoted teachers’ ability to think and express 
themselves in a complex manner when discussing the art of teaching and the process of 
learning.
Knowledge in Action 
Research in teacher decision making processes initiated the evolution of reflective 
teaching to professional development practices. Effective professional development 
practices are founded on Schon’s beliefs that “knowledge in action” was the foundation 
for decision making and that decisions were not made using a prescribed sequence of 
events (Schon, 1987, p. 49). Knowledge in action was defined as the “kind of knowing 
that is inherent in intelligent action” (Schon, 1983, p. 50). Merryfield (1993) found that 
decisions based on reflection answered questions that describe (What do I do?), inform 
(What does this mean?), confront (How did I become like this?), and reconstruct (How 
might I come to do things differently?) In support of reflective practice, Fullan and
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Hargreaves (1991) suggested that teachers need to reflect on things that directly and 
indirectly affect the classroom and use this reflection as a foundation for innovative, 
challenging decisions that extend to the school and community.
Fifteen years after reflective teaching was conceptualized, Merryfield extended this 
concept to global education. Merryfield’s characteristics of global education were related 
to three perspectives of reflective practice found in the analysis of Grimmett, MacKinnon, 
Erickson, and Reicken (1990). First, global education is the interaction between present 
perceptions and gaining and processing new knowledge (Merryfield, 1993). Reflective 
teaching reorganizes, or reconstructs, knowledge based on experience to transform 
practice (Grimmett et al., 1990). The researchers found that journal reflection may be an 
effective way to transform personal experiences, prior knowledge, and new information 
into an understanding and acceptance of diverse cultures.
Another characteristic of knowledge in action is that “global education is one of 
the more ambiguous innovations in education” (Merryfield, 1993, p. 27). Grimmett et al. 
(1990) found a second perspective of reflection based on deliberation and consideration of 
educational events in context. The definition of context, supplied by Noordhoff and 
Kleinfeld, was “characteristics and dynamics related to students as well as to classrooms, 
school, school district, and community settings” (1990, p. 164). Lieberman (1995) found 
three characteristics of effective professional development that support learning in context:
1. It must be connected to and derived from teachers’ work with their students.
2. It must engage teachers in concrete tasks of teaching, assessment, and
development.
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3. It must be connected to other aspects of school change, (p. 598)
McLaughlin and Warren (1994) found that the most effective professional development 
practice in their study of perceptions of inclusion was ongoing support that provided 
training in the context of serving a specific student.
Finally, global education is controversial, and teachers are obligated 
“to help others understand and deal with controversies in the contexts of their own beliefs 
and values, their schools and the local community” (Merryfield, 1993, p. 28). Reflective 
practitioners gain understanding of issues by deliberately searching for knowledge sources 
that are relevant to their needs. Grimmett et al. (1990) supported reflection as a process 
that leads to knowledge and action resulting from external authority of educational 
researchers, journal articles, and research-tested theories of education.
Teachers have two methods of collecting new information from external 
authorities: collaborative dialogue and professional readings (Colton and Sparks-Langer, 
1993). Fullan and Hargreaves (1991) listed professional reading and professional dialogue 
as two possibilities to enhance reflective teaching concepts. Professional reading provides 
quick access to ideas on new educational programs, research, and evaluation (Fullan & 
Hargreaves, 1991). Professional, collaborative dialogue is a way to get extensive 
feedback from skilled and knowledgeable individuals about description, information, 
confrontation, and reconstruction. Merryfield (1993) found professional dialogues “not 
only focus on the process of developing world views, but they also have the effect of 
stimulating considerable interest and excitement about the process of reflection” (p. 30).
Grimmett et al. (1990) found many similarities between effective professional
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development and reflective teaching that include interaction of present perceptions and 
internalizing new knowledge, participation of learning in context, and conceptualizing the 
holistic influence of education. Darling-Hammond and McLaughlin (1995) stated that the 
success of the “nation’s reform agenda requires most teachers to rethink their own 
practice, to construct new classroom roles and expectations about student outcomes, and 
to teach in ways they have never taught before” (p. 597). The authors stated that the 
success of reform is contingent on teachers learning new skills and practices and 
unlearning current practices, skills and attitudes that have historically governed the 
profession.
Because of the personal and abstract nature of ethics, principles, and experiences, 
the professional development trend of reflective teaching cannot be explained as a model 
or program. Reflective teaching is contingent upon an individual’s attitude that recasts 
personal experiences, values, or beliefs, reffames perceptions and appreciations of 
diversity, and reconstructs motivation and the desire to do things differently.
Summary
The review of research and literature for this study focused on two major themes: 
rationale for responsible inclusive education and assessing professional development needs 
when implementing inclusion through the practice of reflection. The review of inclusion 
literature suggested that the dual system of service delivery may not meet the educational 
and social needs of students with disabling conditions effectively. Research on inclusion 
suggested that the practice of responsible inclusion may be a more beneficial approach to
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service delivery by bringing support services to the student while remaining in the general 
education classroom. Other reviews suggested that effective professional development is 
essential to achievement of responsible inclusive environments.
Review of professional development literature suggested that effective practices 
are essential to reform initiatives and should focus on teacher learning in context. Strong, 
Silver, Hanson, Marzano, Wolf, Dewing, and Brock (1990) cited “both thought and 
content are necessary for successful learning. Thought without real content is 
meaningless, and content without thought is unleamable” (p. 26). Educational agencies 
approach professional development and the concept of inclusion as personal and abstract 
nature of thought, learning, and visions. With this paradigm shift, professional 
development needs for inclusion cannot be explained as prepackages models or programs. 
Teachers need the autonomy to address personal learning in context needs through 
opportunities for professional dialogue and professional and personal reflection. Joseph 
Fisher, assistant commissioner of special education for Tennessee State Department of 
Education, stated:
The recognition of inclusion by the federal government and advocates of 
children with disabilities is consistent with IDEA and its companion Code 
of Federal Regulations in that inclusionary educational practices are 
meant to involve individualized education programs using appropriate 
supplementary aids and services based on the needs of each child 
(personal communication, December 7, 1993).
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Fisher (personal communication, December 7, 1993) continued his support for 
inclusion by making the following points:
1. Proper support and training should be provided to all who will be involved in 
the planning of the inclusionary education practice.
2. Proper supports and training must also be provided to the students served in 
inclusive settings.
3. School districts should not expect efforts that encourage services in the least 
restrictive environment to be less costly or require less effort than traditional 
special education services.
4. The continuum of services must be made available as needed for all children 
The practices of professional development have cycled through education.
Historically, experts or consultants delivered technical professional development 
knowledge in small, fragmented pieces to passive teachers. Literature on current school 
reform movements have encouraged a more individualized approach to professional 
development through reflective practices. Change begins with an individual’s deeper 
understanding and active involvement that recasts experiences, or beliefs, reframes 
perceptions and appreciations, and reconstructs the desire to do things differently. Given 
this foundation, there is a premise to assess professional development needs recognized by 
elementary teachers when implementing inclusive settings. Chapter three will discuss the 
methods and procedures for the current study.
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METHODS AND PROCEDURES
Many school districts recognize educational benefits for students and teachers when 
service delivery is provided through inclusive settings. Preparing educators for the 
transformation from current pull out programs to responsible inclusive education programs 
requires new knowledge and growth through effective professional development. This 
study was conducted to assess authentic professional development needs or perception of 
needs of teachers implementing responsible inclusion programs in elementary schools. 
Chapter three includes the methods used in conducting the study including the population 
and sample, the research design, instrumentation, and data analysis procedures.
Additionally, chapter three presents a discussion of specific procedures used to conduct a 
needs assessment to determine the extent of discrepancy between observed and desired 
professional development practices.
Population
The accessible population participants for this study were selected from public 
elementary schools in the Northeast Tennessee counties of Carter, Greene, Johnson, 
Sullivan, Unicoi, and Washington; and the cities or towns of Bristol, Elizabethton, 
Greeneville, Johnson City, and Kingsport. The grade spreads of 6-8, 7-8, 7-12, 8-12, 9-12, 
10-12, K-12, preschool, and alternative schools were not included. The grade spread of 
grades K-8 was included. The 1993-1994 Directory of Public Schools (TSDE, 1994)
45
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reported a teacher population of 1,778 from 84 elementary schools in these counties and 
cities. The rationale for selecting this population was that 83% of the 1994-1995 student 
population at East Tennessee State University resided in the surveyed area (Office of 
University Relations). Findings from this study may be instrumental to the departments of 
Educational Leadership and Policy Analysis and Human Development and Learning when 
preparing and implementing professional development activities for area teachers and 
administrators. Additionally, the population of elementary general and special educators 
was selected for these reasons: (1) because of concerns expressed by teachers regarding 
scheduling student placement in the elementary general classroom without ongoing support 
services provided by the special education teachers; (2) because of the concerns expressed 
by general education teachers regarding the lack of preparation and guidance for managing, 
instructing, and evaluating students with disabilities; and (3) because inclusion in the 
elementary grades provides all students early contact with diversity to encourage 
acceptance of differences.
Sampling Method
The sampling frame was provided in the Directory of Public Schools (TSDE, 1994). 
A proportional stratified sample was selected from the sampling frame. In proportional 
stratified sampling, the proportion of strata in the sample is the same as the proportion in 
the population. Schools in each stratum were represented in the sample in proportion to 
their actual numbers in the population. The following two subgroups, or strata, were 
defined based on the number of teachers assigned to these elementary schools: (a) 20 or
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fewer teachers and (b) more than 20 teachers. Population subgroups are summarized in 
Table 1. The rationale for the teacher population stratification was premised on studies in 
group efficacy that suggested groups of 20 or fewer were more effective and more apt to 
build the climate and culture essential to developing professional development, responsible 
community, and greater collegiality (Meier, 1996).
TABLE 1
POPULATION SUMMARIZED BY TEACHER ASSIGNMENT STRATA
Stratum # of schools %  of population Total teacher 
assignment
20 or fewer teachers 48 39 703
21 or more 36 61 1092
Total 84 100 1795
The Sample
The sample for this study consisted of 500 elementary teachers in counties and 
cities/town in Northeast Tennessee. This selection size was chosen because there is a 99% 
confidence level that this sample size represents the population (Hendel, 1977). Cluster 
sampling was used to select teachers to represent the corresponding percentage of schools 
from each stratum. Cluster sampling was used because it was “more feasible to select 
groups of individuals from a defined population” (Gall, Borg, & Gall, 1996, p. 227). Table 
2 displays the composition of the cluster sample.
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TABLE 2
SAMPLE COMPOSITION BY TEACHER ASSIGNMENT STRATA




% of sample Total teacher 
assignment
20 or fewer 13 15 39 195
21 or more 10 30 al 305
Total 23 100 500
Research Design
Comparative research design investigates relationships among variables of interest 
(Hittleman & Simon, 1992). Investigating discrepancies, or relationships, between current 
practice and ideal practice is the primary objective of conducting a discrepancy needs 
assessment (Anderson, Ball, Murphy, & Associates, 1975). According to Stufflebeam, 
McCormick, BrinderhofF, and Nelson (1985), “needs assessments are implemented for 
several reasons: two primary reasons are to assist in planning and to promote effective 
public relations” (p. 4). The comparative research design was used in this study to assess 
current professional development needs and recognize effective professional development 
practices for teachers implementing inclusion.
Stufflebeam et al.’s (1985) design for conducting a needs assessment was used in 
this study. The authors’ needs assessment process included five interrelated sets of 
activities: [a] preparing to do a needs assessment, [b] gathering desired needs assessment 
information, [c] analyzing the needs assessment information, [d] reporting needs assessment
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information, and [e] using and applying needs assessment information (Stufflebeam et al., 
1985).
Challenges to this research design include disadvantages of the discrepancy view of 
assessing needs and the establishment of internal and external validity. Stufflebeam et al. 
(1985) stated that disadvantages of the discrepancy view of assessing needs included:
1. Tends to concentrate needs assessment studies on those variables for 
which tests and norms are available.
2. May limit the needs assessment process to a consideration of 
achievements, products, or outputs to the exclusion of assessments of 
inputs or processes.
3. Tends to reduce needs assessment to a simplistic mechanical process 
of comparing quantifiable observations or perceptions to standards or 
criteria and describing the resulting gaps.
4. Tends to avoid the less easily measured areas, (p. 5)
Additional challenges to this research design include the establishment of internal 
validity and external validity. Factors affecting internal validity may include current events 
and subject selection. Current events include any occurrence that may influence the study’s 
outcomes; subject selection refers to improper or biased subject selection (Hittleman & 
Simon, 1992). The process of randomization is the most effective way to strengthen 
external and internal validity. The sampling procedure previously described attempted to 
account for the representativeness of the schools by creating two subgroups based on 
teacher assignment.
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Instrumentation
Assessing Professional Development Needs of Elementary/Middle School 
Teachers Implementing Inclusion instrument was developed for this study to assess 
observed and desired professional development practices (see Appendix A). Guidelines 
for designing, pretesting, and preparing questionnaire materials and procedures in Gall et 
al. (1996) were followed. The instrument included three sections: Professional 
Development Conditions, Professional Development Areas, and Professional Development 
Foundations. Professional Development Conditions contained 20 items, and Professional 
Development Foundations contained 20 items. Each section used two five-point Likert- 
type continuum ranging from “1” (low observed and desired observance) to “5” (high 
observed and desired observance). All statements were positively stated and used a closed 
form that permitted only prespecified responses. Respondents had the opportunity to 
make additional comments at the end of the survey. These items were based on effective 
practices to build knowledge for professional growth (Cunningham & Gresso, 1993; 
Darling-Hammond & McLaughlin, 1995; Duke, 1990; Fullan & Hargreaves, 1991; 
Lieberman, 1995).
The three sections of the survey were premised on creating a performance learning 
community and reflected the three visceral components of learning organizations: 
authentic pedagogy, content, and knowledge (Seashore-Louis, 1997). The Professional 
Development Conditions section was founded on “fostering personal mastery” where an 
organization fosters a climate “where it is safe for people to create visions, where inquiry 
and commitment to the truth are the norm, and where challenging the status quo is
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expected” (Senge, 1990, p. 172). These items reflected Senge’s notion of “on the job 
training” which he stated was vital to personal mastery (Senge, 1990, p. 172). The 
Professional Development Foundations section examined the learning models or strategies 
that bridged the connection between knowledge and content.
Professional Development Areas contained 25 items based on a 1994 national 
survey conducted by the National Center on Educational Restructuring and Inclusion 
(NCERI), the Graduate School and University Center, and The City University of New 
York. This section examined competencies and skills, or the content necessary to 
establish the foundation for personal mastery (Senge, 1990).
Panel of Content Area Specialists 
To authenticate and verify items and to identify inappropriate items, a panel of 
experts in the areas of professional development, special education, and general education 
reviewed the instrument. The panel of specialists included three professors of special 
education; two professors of educational leadership and policy analysis; one supervisor of 
elementary education; one supervisor of special education; an elementary general 
education teacher; and an elementary special education teacher. The panel of nine 
specialists provided clarification suggestions, additional recommendations, and general 
reactions to the instrument. These suggestions, recommendations, and reactions were 
used to develop a pilot instrument (Appendix A).
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Pilot Study
A sample of 30 individuals from the population was selected to review the pilot 
instrument and make criticisms and recommendations for improving the questionnaire.
The pilot sample was obtained from the population of practicing elementary general and 
special education teachers enrolled as graduate students at East Tennessee State 
University for the Fall 1996.
The pilot instrument consisted of 65 items using two Likert scales to assess 
observed and desired professional development practices. Thirty practicing teachers were 
presented pilot instruments by the researcher. Twenty pilot instrument responses were 
returned and reviewed for suggestions. The pilot test determined the length of time 
required to complete the survey, survey items that needed to be rewritten for clarification, 
and survey items that needed to be added or eliminated.
To establish logical validity, or content validity, the researcher “assumed the role 
of ‘expert’ and determined whether the test or test items was/were content valid for the 
study” (Gay, 1996, p. 140). The researcher grouped the survey items into classifications 
relative to this study’s research questions. Content validity for each research question, 
survey items, and supporting research are presented in Table 3 through Table 13.
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TABLE 3
CONTENT VALIDITY FOR RESEARCH QUESTION 1. SURVEY ITEMS
AND SUPPORTING RESEARCH
Research Question 1 and Survey Items Supporting Research
To what extent do teachers feel that instructional modifications Stainback and




I. Characteristics of students with disabilities served in Baneiji and Dailey
2. inclusive settings.
3. Effective strategies for students with disabling 
conditions in inclusive classrooms.
Will
4. Effective strategies for general educational students in 
inclusive classrooms.
Freagon et al.
5. Alternative delivery models to use in inclusive Inclusive Educational
classrooms. Programs
6. Adapting instructional content to fit the needs of all
learners. Semmel et al.
7. Adapting technology for inclusive classrooms.
8. Strategies for transition of children with disabilities 
promoted to next grade or middle/high school.
Villa and Thousand
9. Adapting specific instructional materials for children 
with disabilities in inclusive settings.
Baker and Zigmond
10. Developing an individualized curriculum for children 
with disabilities in inclusive settings.
NASBE
11. Problem solving strategies for teaching students in 
inclusive settings.
Fullan and Hargreaves
12. Integration of curriculum and assessment in inclusive 
settings.
Houck and Rogers
13. Instructional use of technology in the inclusive 
classroom.
14. Instructional use of Electronic mail (E-mail) in the 
inclusive classroom.
15. Instructional use of Worldwide Web, Internet in the 
inclusive classroom.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
54
Table 3 (continued)
Research Question 1 and Survey Items Supporting Research
16. Students’ feedback or classroom evaluations Vaughn and
17. Students’ educational needs Schumm
18. Exploration and experimentation of new skills and
techniques Lieberman
19. My students and their success
20. Characteristics of students with disabilities served in Gallis and Tanner
21. inclusive settings.
22. Effective strategies for students with disabling conditions 
in inclusive classrooms.
23. Effective strategies for general educational students in 
inclusive classrooms.
24. Alternative delivery models to use in inclusive 
classrooms.
25. Adapting instructional content to fit the needs of all 
learners.
26. Adapting technology for inclusive classrooms.
27. Strategies for transition of children with disabilities 
promoted to next grade or middle/high school.
28. Adapting specific instructional materials for children with 
disabilities in inclusive settings.
29. Developing an individualized curriculum for children with 
disabilities in inclusive settings.
30. Problem solving strategies for teaching students in 
inclusive settings.
31. Integration of curriculum and assessment in inclusive 
settings.
32. Instructional use of technology in the inclusive classroom.
33. Instructional use of Electronic mail (E-mail) in the 
inclusive classroom
34. Instructional use of Worldwide Web, Internet in the 
inclusive classroom
35. Students’ feedback or classroom evaluations techniques
36. My students and their success
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TABLE 4
CONTENT VALIDITY FOR RESEARCH QUESTION 2, SURVEY ITEMS
AND SUPPORTING RESEARCH
Research Question 2 and Survey Items Supporting Research
To what extent do teachers feel that assessment models for National Association
students in inclusive settings are observed and desired for of State Boards of
professional development? Education (NASBE)
Survey Items: Will
1. Effective strategies for students with disabling conditions
in inclusive classrooms. Semmel et al.
2. Effective strategies for general educational students in
inclusive classrooms. Lieberman and Miller
3. Alternative delivery models to use in inclusive
classrooms. Lieberman
4. Strategies for transition of children with disabilities
promoted to next grade or middle/junior high school. Fullan and Hargreaves
5. Alternative forms of assessment, testing, and grading for
all learners in inclusive settings. Alper and Ryndak
6. Alternative assessment techniques for all learners in
inclusive settings Banerji and Dailey
7. Integration of curriculum and assessment in inclusive
settings. Freagon et al.
8. Instructional use of technology in the inclusive classroom
9. Developing an individualized curriculum for children with
disabilities in inclusive settings.
10. Student’s educational needs.
11. My students and their success.
12. Exploration and experimentation of new skills and
techniques.
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TABLE 5
CONTENT VALIDITY FOR RESEARCH QUESTION 3, SURVEY ITEMS
AND SUPPORTING RESEARCH
Research Question 3 and Survey Items Supporting Research
To what extent do teachers feel that legal issues of inclusion are NASBE
observed and desired for professional development?
Alter and Ryndak
Survey Items:
1. Legal issues related to inclusion. Lipton
2. Creating a safe, orderly environment through conflict
resolution or behavior management strategies to decrease Freagon et al.
disruptive behavior in inclusive settings.
3. Problem solving strategies for teaching students in
inclusive settings.
TABLE 6
CONTENT VALIDITY FOR RESEARCH QUESTION 4, SURVEY ITEMS
AND SUPPORTING RESEARCH
Research Question 4 and Survey Items Supporting Research
To what extent do teachers feel that philosophy of inclusion is Villa andThousand
observed and desired for professional development? Alper and Ryndak
NASBE
Survey Items: Baneiji and Dailey
1. Philosophy and rationale for inclusion Houck and Rogers
2. My personal philosophy of inclusive settings Vaughn and
Schumm
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TABLE 7
CONTENT VALIDITY FOR RESEARCH QUESTION 5, SURVEY ITEMS
AND SUPPORTING RESEARCH
Research Question 5 and Survey Items Supporting Research
To what extent do teachers feel that working with parents and NASBE
community resources is observed and desired for professional
development? Alper and Ryndak
Survey Items: Baneiji and Dailey
1. Working with parent volunteers in inclusive classrooms.
2. Utilizing community resources to facilitate inclusive Darling-Hammond
settings. and McLaughlin
3. Educating parents about inclusive settings.
4. Problem solving strategies for teaching students in Fullan
inclusive settings.
5. Partnerships with other agencies.
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TABLE 8
CONTENT VALIDITY FOR RESEARCH QUESTION 6, SURVEY ITEMS
AND SUPPORTING RESEARCH
Research Question 6 and Survey Items Supporting Research
To what extent do teachers feel that creating safe inclusive NASBE




1. Creating a safe, orderly environment through conflict Alper and Ryndak
resolution or behavior management strategies to decrease
disruptive behavior in inclusive settings.
2. Problem solving strategies for teaching students in
inclusive settings.
3. Educating parents about inclusive settings.
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TABLE 9
CONTENT VALIDITY FOR RESEARCH QUESTION 7, SURVEY ITEMS
AND SUPPORTING RESEARCH
Research Question 7 and Survey Items Supporting Research
To what extent do teachers feel that reflective practice is an Fullan and
observed and desired condition for professional development? Hargreaves
Survey Items: Schon
1. Formal personal/professional goal setting with
supervisor/administrator. Duke
2. Informal personal/professional goal setting with
supervisor/administrator. Colton and Sparks-
3. Adapting instructional content to fit the needs of all Langer
learners.
4. School improvement through inclusive environments. Lieberman
5. Self reflection that leads to new insights and
improvements in my classroom. Darling-Hammond
6. Enhanced repertoire of teaching skills/concepts and McLaughlin
7. My individual learning style
8. Cultivation of uniqueness of teaching skills Cruickshank
9. Individual, personal judgment
10. Increased personal understanding and awareness of Merryfield
critical educational issues
11. Active learning
12. Other areas of school improvement
13. Personal vision
14. Lifelong learning
15. Commitment to continuous improvement
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TABLE 10
CONTENT VALIDITY FOR RESEARCH QUESTION 8, SURVEY ITEMS
AND SUPPORTING RESEARCH
Research Question 8 and Survey Items Supporting Research
To what extent do teachers feel access to professional reading is Duke
an observed and desired condition when implementing inclusion
Lieberman
Survey Items:
1. General education journals at my school site Fullan and
2. Current educational magazines in a system or district 
library
Hargreaves
3. Time during school for professional reading Darling-Hammond
4. Current educational magazines at my school and McLaughlin
5. Professional special education journals in a district library
6. System-wide professional library Fullan
7. Special education journals at my school site
8. School-wide professional library
9. Active learning
10. Exploration and experimentation of new skills and 
techniques
11. Lifelong learning
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
61
TABLE 11
CONTENT VALIDITY FOR RESEARCH QUESTION 9, SURVEY ITEMS
AND SUPPORTING RESEARCH
Research Question 9 and Survey Items Supporting Research
To what extent do teachers feel access to supportive dialogue is NASBE
an observed and desired condition for professional development
when implementing inclusion? Duke
Survey Items: Lieberman
1. Time for professional dialogue focused on specific topics
2. Time to share conference or workshop information with Alper and Ryndak
colleagues
3. Opportunities to team with an innovative colleague Baneiji and Dailey
4. Informal support groups focused on professional
improvement Vaughn and
5. Problem solving strategies for teaching students inclusive Schumm
classrooms
6. Partnerships with other agencies Dickens-Smith
7. Adapting instructional content to fit the needs of all
learners Fullan
8. Utilizing community resources to facilitate inclusive
settings Semmel et al.
9. Developing an individualized curriculum for children with
disabilities in inclusive settings
10. Problem solving strategies for teaching students in
inclusive classrooms
11. Teacher collaboration
12. Feedback from colleagues
13. Group learning
14. Commitment to continuous improvement
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TABLE 12
CONTENT VALIDITY FOR RESEARCH QUESTION 10, SURVEY ITEMS
AND SUPPORTING RESEARCH
Research Question 10 and Survey Items Supporting Research
To what extent do teachers feel school improvement is observed Duke
and desired for professional development?
Villa and Thousand
Survey Items:
I. Creating safe, orderly environments through conflict Darling-Hammond
resolution or behavior management strategies to and McLaughlin
decrease disruptive behavior in inclusive settings
2. School improvement through inclusive environments Lieberman
3. Increased personal understanding and awareness of
critical educational issues Merryfield
4. Other areas of school change or improvement
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TABLE 13
CONTENT VALIDITY FOR RESEARCH QUESTION 11, SURVEY ITEMS
AND SUPPORTING RESEARCH
Research Question 11 and Survey Items Supporting Research
To what extent do teachers feel access to college/university 
courses is a desired condition for professional development
NASBE
when implementing inclusion? Duke
Survey Items: Fullan and
1. College or university tuition assistance or waivers
2. Release time from duties to attend professional
Hargreaves
development activities 
3. Notices of professional conferences
Darling-Hammond
4. Notices of courses or schedules from area colleges and 
universities
5. Time to share conference, course, or workshop 
information with colleagues
6. Financial assistance for professional conferences
7. Enhanced repertoire of teaching skills/concepts
8. Cultivation of uniqueness of teaching skills
9. Active learning
10. Exploration and experimentation of new skills and 
techniques
11. Commitment to continuous improvement
Fullan
Because of the small number of pilot responses, final survey responses were used 
as data to determine internal consistency using Cronbach’s Alpha. According to Gall et al. 
(1996), “Cronbach’s Alpha is a widely used method for computing test score reliability”
(p. 257). Internal consistency reliability on the final survey statistically compared the 
subjects’ scores on individual items to their scores on each of the other items and to their 
scores on the instrument as a whole (Hittleman & Simon, 1992).
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Materials and Procedures
Guidelines for materials and procedures cited by Gall et al. (1996) were followed. 
Careful attention was given to the cover letter because “the cover letter accompanying the 
questionnaire strongly influences the return rate” (Gall et al.,1996). Factors influencing the 
return rate included precontact with school administrators, design and neatness of the cover 
letter and questionnaire, personalized typed names and addresses of the school’s contact 
person on each letter. In addition, precontact letters were sent to the superintendents 
requesting permission to survey each system. After the system superintendent granted 
permission, another precontact letter was sent to each elementary principal requesting the 
name of a contact person and the number of surveys needed for the school. Packets 
including a high quality printed cover letter, questionnaire and demographic data request for 
each teacher were sent to the school contact person for distribution. The contact person 
received a token of gratitude, a letter of direction, and a self-addressed stamped envelope 
for returning completed questionnaires. A suggested response date was calculated by 
allowing an additional week after the probable mailing time (Gall et al., 1996).
The cover letter stated the purpose and importance of the study, the importance of 
the respondent and returned questionnaires, assurance of confidentiality, reasonable time of 
response, an offer of results and note of appreciation (Appendix B). Follow-up procedures 
included calling the contact person and sending additional copies of the questionnaire and 
another self addressed stamped envelope one week after the initial time limit. A master list 
of schools was kept for maintaining response information. Questionnaire data were coded 
and entered into a computer statistical package.
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Data Analysis
“Comparative research depends on knowledge generated from descriptive research” 
(Hittleman & Simon, 1992, p. 32). Therefore, descriptive statistics including measures of 
central tendency and variability for the sample were conducted. The mean generated a 
sense of the middle or average score for a variable while variability, or standard deviation, 
was used with the mean to show how the other scores are distributed around the mean 
(Hittleman & Simon, 1992, p. 29). An analysis of variance (ANOVA) was conducted to 
compare “the amount of between group variance in individual’s scores with the amount of 
within groups variance” (Gall et al., 1996, p. 392). If the ANOVA determined different 
group means, a post hoc analysis, Tukey HSD (honestly significant difference), was 
conducted on the selected pairs to determine which sample groups differed significantly.
Summary
Chapter 3 presented the methods and procedures used in this study that assessed 
professional development needs of teachers implementing inclusion. The comparative 
design researched needs from elementary teachers from counties and cities/towns in 
Northeast Tennessee. The researcher-developed instrument was subjected to a panel of 
specialists and a pilot study before being mailed to a sample of 23 elementary schools. The 
survey packet included a cover letter, questionnaire, demographic information form, and a 
self-addressed stamped envelope. Data were analyzed using appropriate statistical 
techniques to investigate the relationship between observed and desired observances of 
professional development. Chapter 4 presents a discussion of survey results for this study.
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CHAPTER 4
RESULTS
The purpose of this study was to identify the perceived professional development 
needs of teachers in Northeast Tennessee when preparing, implementing and maintaining 
inclusion programs in elementary schools. The focus of this study was chosen because of 
the researcher’s personal and professional experiences when preparing and implementing 
inclusive programs in elementary schools. Additionally, this topic was chosen because of 
the widespread recognition and significance that inclusion of students with disabilities is 
gaining as a service delivery option among the local, state, and federal education agencies. 
Chapter 4 presents reliability for the final survey, a demographic description of the sample, 
a description of the variables, a summary of the survey data as they relate to the research 
questions and hypotheses, and a summary of the survey results.
Reliability of the Final Instrument 
Cronbach’s Alpha Reliability Coefficients for internal consistency on the final 
survey were computed with the SPSS-X for Windows computer software package. The 
full scale reliability coefficients were .9216 for the observed scale and .9028 for the 
desired scale. The reliabilities for each subscale are presented in Table 14.
66
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TABLE 14
RELIABILITY ESTIMATES REPORTED ON 
OBSERVED AND DESIRED SUBSCALES
Subscale Observed Desired
Instructional modifications .9254 .7902
Assessment models .9249 .9062
Legal issues .8155 .8047
Philosophy of inclusion .7777 .6970
Working with parents and community .8817 .8869
Creating safe inclusive environments .8715 .8539
Reflective practices .9134 .8289
Professional reading .8655 .8729
Supportive dialogue .8937 .7063
School improvement .7687 .7494
Access to courses or qualifications .8569 .6785
Response Rates
The sample selection process began during September 1996 with the survey 
distribution to 11 elementary schools with 20 or fewer teachers and 12 elementary schools 
with 21 or more teachers. Four hundred ninety-seven teachers were included in this study, 
and useable responses were received from 325. The overall response rate was 65.3%.
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The sample size o f325, based on population size and a confidence level of 99%, 
represented a degree of accuracy exceeding ± .05 (Hendel, 1977).
One hundred eighty teachers assigned to schools with 20 or fewer teachers were 
surveyed and responses were received from 93, an overall response rate of 51. 6 % .  Three 
hundred seventeen teachers assigned to schools with 21 or more teachers were surveyed 
and responses were received from 232, an overall response rate of 73.2%. Specific 
response data for the study are presented in Table 15.
TABLE 15
RESPONSE RATES REPORTED BY SCHOOL SIZE
Stratum # Distributed # Returned Cumulative response rate
20 or fewer teachers 180 93 28.6
21 or more 317 232 100.0
Total 497 325
Respondent Group Characteristics 
Three hundred twenty five elementary teachers in Northeast Tennessee responded 
to the Assessing Professional Development Needs of Teachers Implementing Inclusion in 
Grades PreK-8 survey with useable data. Respondents represented 22 elementary schools 
from 11 Northeast Tennessee school systems. The demographic characteristics are 
presented in Tables 16 and 17.
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Approximately 95% of respondents were female and 5% were male.
Approximately 13% reported having a professional teaching certificate in special 
education. A professional special education certificate in Tennessee requires 14 courses 
(42 hours) and six hours of internship if the recipient has a bachelors degree but no 
education background, and if the recipient has a bachelor’s degree in education, Tennessee 
requires 11 courses (33 hours) and six hours of internship (L. Marks, personal 
communication, January 30, 1997). About 78% reported having a professional teaching 
certificate in general education. Respondents reported that about 52% had at least three 
courses in special education, while about 32% had no formal or college course work in 
special education. Approximately 73% of the respondents reported having at least some 
experience working with students with disabilities, while approximately 5% of the 
respondents reported no experience working with students with disabilities. About 47% 
reported having a bachelor’s degree or some graduate course work while approximately 
51% reported having a master’s degree or master’s plus, and about 2% reported having a 
specialist’s or doctorate degree.
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TABLE 16
GENDER. CERTIFICATION TEACHING ASSIGNMENT AND
YEARS OF TEACHING EXPERIENCE OF RESPONDENTS
Characteristic n Percent Cumulative percent
Gender
Male 18 5.5 5.5
Female 307 94.5 100.0
Total 325 100.0
Certification
Preschool 1 . J .3
Early childhood (K - 4) 12 3.7 4.0
Elementary (4 - 8) 8 2.5 6.5
Elementary (K - 8) 222 68.3 74.8
Special education 42 12.9 87.7
Subject/area certified 10 3.1 90.8
Other 30 9.2 100.0
Total 325 100.0
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
71
Table 16 (continued)
Characteristic n Percent Cumulative percent
Current teaching assignment
PreK 4 1.2 1.2
Early childhood (K - 3) 163 50.2 51.4
Elementary (4 - 8) 92 28.3 79.7
Comprehensive (PreK - 8) 66 20.3 100.0
Total 325 100.0
Years of teaching experience
0 -4 50 15.4 15.4
5 -9 37 11.4 26.8
10- 14 44 13.5 40.3
15-19 68 20.9 61.2
More than 20 126 38.8 100.0
Total 325 100.0
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TABLE 17
HIGHEST EDUCATIONAL LEVEL. CURRENT STAGE OF INVOLVEMENT WITH 
INCLUSION, LEVEL OF EXPERIENCE WITH STUDENTS WITH DISABILITIES, AND 
FORMAL/COLLEGE COURSE WORK IN SPECIAL EDUCATION OF THE RESPONDENTS
Characteristic n Percent Cumulative percent
Highest level of education
Bachelor’s degree 60 18.5 18.5
Some graduate work 93 28.6 47.1
Master’s degree 116 35.7 82.8
Master’s plus 49 15.1 97.8
Specialist’s degree 4 1.2 99.1
Doctorate degree 0.9 100.0
Total 325 100.0
Current stage of involvement with an inclusive classroom program
Thinking about it 21 6.5 6.5
Planning for its use 19 5.8 12.3
1st or 2nd year 57 17.5 29.8
3 or more years 95 29.2 59.1
Not applicable 133 40.9 100.0
Total 325 100.0
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Table 17 (continued)
Characteristic n Percent Cumulative percent
Level of experience working with students with disabilities
None 15 4.6 4.6
Very little 73 22.5 27.1
Some 115 35.4 62.5
Substantial 64 19.7 82.2
Extensive 58 17.8 100.0
Total 325 100.0
Formal/college course work in special education
1 - 3 courses 149 45.8 45.8
More than 3 courses 19 5.8 51.7
Professional certification 54 16.6 68.3
None 103 31.7 100.0
Total 325 100.0
Description of Variables 
The independent variables in this study of elementary teachers’ perceived needs of 
professional development when implementing responsible inclusion programs were years 
of teaching experience, educational level, level of experience working with students with
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disabilities, current stages of involvement with an inclusive program, and formal/college 
course work in special education. These variables were considered the activities or 
characteristics believed to make a difference between groups in the responses (Gay, 1996). 
The dependent variables included the teachers’ perceptions about their professional 
development needs when preparing, implementing, and maintaining responsible inclusion 
programs.
Addressing Research Questions and Hypotheses 
The following null hypotheses were formulated to test the discrepancies between 
perceived observed and desired professional development conditions, professional 
development areas, and professional development foundations:
1. H0 Based on years of teaching experience, there will be no difference between the
mean score of perceived observed professional development conditions, 
professional development areas, and professional development foundations and the 
mean score of perceived desired professional development conditions, professional 
development areas, and professional development foundations.
2. H„ Based on highest educational level, there will be no difference between the mean
score of perceived observed professional development conditions, professional 
development areas, and professional development foundations and the mean score 
of perceived desired professional development conditions, professional 
development areas, and professional development foundations,.
3. H0 Based on level of experience working with students with disabilities, there will be
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no difference between the mean score of perceived observed professional 
development conditions, professional development areas, and professional 
development foundations and the mean score of perceived desired professional 
development conditions, professional development areas, and professional 
development foundations
4. H0 Based on current stages of involvement with an inclusive program, there will be no
difference between the mean score of perceived observed professional 
development conditions, professional development areas, and professional 
development foundations and the mean score of perceived desired professional 
development conditions, professional development areas, and professional 
development foundations.
5. H0 Based on formal/college course work in special education, there will be no
difference between the mean score of perceived observed professional 
development conditions, professional development areas, and professional 
development foundations and the mean score of perceived desired professional 
development conditions, professional development areas, and professional 
development foundations
Instructional Modifications
Research question 1 is stated as follows: To what extent do teachers feel 
professional development is observed and desired for instructional modifications for 
students in inclusive settings?
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The observed instructional modification scores were found to have a mean of 
49.46 with a standard deviation of 14.86. The desired instructional modification scores 
were found to have a score of 73.43 with a standard deviation of 12.70. Overall, observed 
professional development scores for instructional modifications were lower than desired 
professional development scores for instructional modifications. An analysis of variance 
of these results is presented in Table 18. Both level o f experience working with students 
with disabilities and current stages of involvement with an inclusive classroom program 
were statistically significant. For level of experience (observed), F(4, 320)=6.93, p<05, 
and for level of experience (desired), F(4,320)=4.47, p<.05. For current stages of 
involvement with an inclusive classroom program (observed), F(5,319)=9.66, p<05 and 
for current stages of involvement (desired), F(5,319)=6.63, p< 05. No statistical 
significance was found among other categories of independent variables.
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TABLE 18
ANALYSIS OF VARIANCE OF OBSERVED AND DESIRED
INSTRUCTIONAL MODIFICATION PROFESSIONAL DEVELOPMENT
Source SS DF MS F Null
Hypothesis
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Table 18 (continued)
Source SS DF MS F Null
Hypothesis























































2.38 Fail to reject
*jj<.05
To determine which of the subgroup means on the Instructional Modifications 
Observed and Desired subscales differed significantly, a post-hoc t-test (Tukey HSD) was 
performed. Results of the Tukey-HSD procedure on the observed subscale showed that 
the level of experience working with students with disabilities subgroups resulted in 
differences attributable to the responses by teachers with very little experience from
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teachers with substantial experience (£=000) and from teachers with extensive experience 
(£=.000). The results of the Tukey-HSD procedure on the desired subscale revealed that 
the level of experience subgroups resulted in differences that were attributable to the 
responses by teachers with no experience from teachers with substantial experience 
(£=.015) and teachers with extensive experience (£=.048). Additionally, differences were 
statistically significant between responses on the desired subscale from teachers with very 
little experience and teachers with substantial level of experience (£=.016).
Results of the Tukey-HSD procedure revealed that the current stage of 
involvement subgroups resulted in statistical significance between the observed responses 
by teachers in the not applicable subgroup and teachers in the first year of involvement 
(£=.008). There was a statistical significance between teacher responses in the not 
applicable subgroup and teacher responses in three or more years of involvement 
subgroup (£=.000). Additionally, statistical differences existed between teachers in the 
second year of involvement and teachers with three or more years of involvement 
subgroup (£=.020). Results of the desired responses by teachers included in the not 
applicable subgroups varied significantly from teachers in the first year of involvement 
(£=.010). Also, the responses from teachers in the not applicable subgroup were 
statistically significant from teachers with three or more years of involvement with an 
inclusive program (£=.000).
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Assessment Models
Research question 2 is stated as follows: To what extent do teachers feel that 
professional development is observed and desired for assessment models for students in 
inclusive settings?
The observed assessment models scores were found to have a mean o f33.79 with 
a standard deviation of 10.31. The desired assessment models scores were found to have 
a mean score o f48.36. Overall, observed professional development scores for assessment 
models were lower than desired professional development scores for assessment models. 
An analysis of variance of these results is presented in Table 19. Level of experience 
working with students with disabilities, current stages of involvement in an inclusive 
classroom program, and formal/college course work in special education were statistically 
significant. For level of experience working with students with disabilities (observed), F 
(4,320)=7.78, £<05, and for level of experience (desired), F (4,320)=5.39, £<05. For 
current stages of involvement with an inclusive classroom program (observed), F 
(5,319)=8.78, £<.05, and for current stages of involvement (desired), F (5,319)=7.96, 
£<.05. For formal/college course work (observed, only), F (3,321)=2.70, £<.05. No 
other statistical significance among categories of independent variables was found.
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TABLE 19
ANALYSIS OF VARIANCE OF OBSERVED AND DESIRED
ASSESSMENT MODELS PROFESSIONAL DEVELOPMENT
Source SS DF MS F Null
Hypothesis
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Table 19 (continued)
Source SS DF MS F Null
Hypothesis























































2.30 Fail to reject
*£<.05
To determine which of the subgroup means on the Assessment Models Observed and 
Desired subscales differed significantly, a post-hoc t-test (Tukey HSD) was performed. 
The results of the Tukey-HSD procedure on the observed subscale showed that the level 
of experience working with students with disabilities resulted in differences that were
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attributable to the responses by teachers with no experience from teachers with substantial 
(£=.033) and extensive (£=031) experience. Observed responses between teachers with 
very little experience were statistically significant from responses from teachers with 
substantial experience (£=.033) and from teachers with extensive experience (£=.000).
Results of the Tukey-HSD procedure on the desired subscale revealed that level of 
experience resulted in differences that were attributable to the responses by teachers with 
no experience from teachers with substantial (£=.001) and extensive (£=.021) level of 
experience. Additionally, responses from the very little experience subgroup were 
statistically different from responses in the substantial experience subgroup (£=.018).
Results of the Tukey-HSD procedure revealed that current stage o f involvement 
resulted in statistical differences between the observed responses by teachers in the not 
applicable subgroup and teachers in the first year of involvement (£=.008). Also, teacher 
responses in the not applicable subgroup were significant from teachers who had three or 
more years of involvement (£=.000). Statistical differences existed between teacher 
responses in the second year of involvement and teacher responses in the three years of 
involvement subgroup (£=.020). Results of the desired responses by teachers included in 
the not applicable subgroups varied significantly from first year of involvement subgroup 
(£=.010) and three or more years o f involvement subgroup (£=.000).
Results of the Tukey-HSD procedure revealed that formal/college course work in 
special education resulted in statistical significance between the observed responses by 
teachers who have had no course work in special education and the teachers who hold 
special education certification (£=.028).
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Legal Issues
Research question 3 is stated as follows: To what extent do teachers feel that 
professional development is observed and desired for legal issues of inclusion?
The observed legal issues scores were found to have a mean of 6.43 with a standard 
deviation of 2.58. The desired legal issues scores were found to have a mean of 10.10 
with a standard deviation of 1.91. Overall, observed professional development scores for 
legal issues were lower than desired professional development scores for legal issues. An 
analysis of variance of these results is presented in Table 20. Level of experience working 
with students with disabilities, current stages of involvement in an inclusive classroom 
program, and formal/college course work in special education were statistically significant. 
For level of experience working with students with disabilities (observed), F (4,320)=4.09, 
£<.05, and for level of experience (desired), F (4,320)=8.16, £<05. For current stages of 
involvement with an inclusive classroom program (observed), E (5,319)=6.07, £<05, and 
for current stages of involvement (desired), F (5,319)=6.75, £<05. For formal/college 
course work (desired, only), F (5,319)=4.06, £<05. No other statistical significance was 
found among other categories o f independent variables.
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TABLE 20
ANALYSIS OF VARIANCE OF OBSERVED AND DESIRED LEGAL ISSUES
PROFESSIONAL DEVELOPMENT
Source SS DF MS F Null
Hypothesis
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Table 20 (continued)
Source SS DF MS F Null
Hypothesis

























































To determine which of the subgroup means on the Legal Issues Observed and Desired 
subscales differed significantly, a post-hoc t-test (Tukey HSD) was performed. The 
results of the Tukey-HSD procedure on the observed subscale revealed that level of 
experience resulted in differences that were attributable to the responses by teachers with
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very little experience from teachers with substantial (£=.004) and extensive (£=.018) level 
of experience. The results of the Tukey-HSD procedure on the desired subscale revealed 
that level of experience working with students with disabilities resulted in differences that 
were attributable to the responses by teachers with no experience from each of the 
remaining subgroups: very little experience (£=.022), some experience (£=.016), 
substantial experience (£=.000), and extensive experience (£=.000). Desired responses 
between teachers with very little experience were statistically significant from responses 
from teachers with substantial experience (£=.011). Desired responses from teachers with 
some experience differed statistically between teachers with substantial experience 
(£=.004).
Results of the Tukey-HSD procedure revealed that the current stage of involvement 
with inclusive programs resulted in statistical differences between the observed responses 
by teachers in the not applicable subgroup and from teachers in the first year of 
involvement (£=.001) and from teachers with three years or more of involvement 
(£=.000). Results o f  the desired responses of teachers in the not applicable subgroups 
varied significantly from teachers with three or more years or involvement (£=.000).
Results of the Tukey-HSD procedure revealed that the formal/college course work in 
special education resulted in statistical significance between the desired responses of 
teachers who have had 1-3 course(s) in special education and teachers with special 
education certification (£=.022).
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Philosophy of Inclusion
Research question 4 is stated as follows: To what extent do teachers feel that 
philosophy of inclusion is observed and desired for professional development?
The observed philosophy of inclusion scores were found to have a mean score of 4.34 
with a standard deviation of 1.78. The desired philosophy of inclusion scores were found 
to have a mean score o f 6.02 with a standard deviation of 1.50. Overall, observed 
professional development scores for philosophy of inclusion were lower than observed 
professional development scores for philosophy of inclusion. An analysis of variance of 
these results is presented in Table 21. Level of experience working with students with 
disabilities, current stages of involvement with an inclusive classroom program, and 
formal/college course work were statistically significant. For level of experience 
(observed), F(4, 320)=4.10, p<05, and for level of experience (desired), F(4,320)=2.61, 
p<05. For current stages of involvement with an inclusive classroom program 
(observed), F(5,319)=4.70, p<.05, and for current stages of involvement (desired),
F(5,319)=6.32, p<05. No statistical difference was determined between other categories 
of independent variables.
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TABLE 21
ANALYSIS OF VARIANCE OF OBSERVED AND DESIRED 
PHILOSOPHY OF INCLUSION PROFESSIONAL DEVELOPMENT
Source SS DF MS F Null
Hypothesis
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Table 21 (continued)
Source SS DF MS F Null
Hypothesis























































1.23 Fail to reject
*j><05
To determine which of the subgroup means on the Philosophy of Inclusion Observed 
and Desired subscales differed significantly among themselves, a post-hoc t-test (Tukey 
HSD) was performed. Results of the Tukey-HSD procedure on the observed subscale 
revealed that level of experience resulted in differences that were attributable to the 
responses by teachers with very little experience from teachers with substantial experience
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(j2=.010) and teachers with extensive experience (p=.009).
Results o f the Tukey-HSD procedure revealed that current stage of involvement 
resulted in statistical differences that were statistically different between the observed 
responses by teachers in the not applicable subgroup and teachers with three years or more 
of involvement (p=.000). Results of the desired responses by teachers included in the not 
applicable subgroups varied significantly from teachers in the second year of involvement 
subgroup (p= 006) and teachers with three or more years subgroup (p=.000).
Working with Parents and Community Resources
Research question 5 is stated as follows: To what extent do teachers feel that 
professional development is observed and desired for working with parents and 
community resources in an inclusive program?
The observed working with parents and community resources scores were found to 
have a mean of 10.25 with a standard deviation of 4.40. The desired working with parents 
and community scores were found to have a mean of 17.42 with a standard deviation of 
3.68. Overall, observed professional development scores for working with parents and 
community resources were lower than desired professional development scores for 
working with parents and community resources. An analysis of variance of these results is 
presented in Table 22. Level of experience working with students with disabilities and 
current stages o f involvement with an inclusive classroom program were statistically 
significant. For level of experience (observed), F(4, 320)=3.97, p< 05, and for level of 
experience (desired), F(4,320)=4.03, p<05. For current stages of involvement with an
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inclusive classroom program (observed), F(5,319)=5.47, £<.05, and for current stages of 
involvement (desired), F(5,319)=4.56, £<.05. No statistical significance was found among 
other categories of independent variables.
TABLE 22
ANALYSIS OF VARIANCE OF OBSERVED AND DESIRED WORKING WITH
PARENTS AND COMMUNITY RESOURCES PROFESSIONAL DEVELOPMENT
Source SS DF MS F Null
Hypothesis


























.73 Fail to reject


























.40 Fail to reject
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Table 22 (continued)
Source SS DF MS F Null
Hypothesis


















































































1.17 Fail to reject
*£<05
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To determine which of the subgroup means on the Working with Parents and 
Community Resources Observed and Desired subscales differed significantly among 
themselves, a post-hoc t-test (Tukey HSD) was performed. The results o f the test 
revealed that level of experience working with students with disabilities resulted in 
significant difference between observed responses of teachers with very little experience 
and teachers with substantial experience (£=.011). Teachers with very little experience 
statistically differed from teachers with extensive experience (£=.008).
Results of the Tukey-HSD procedure on the desired subscale revealed that the 
level of experience resulted in differences attributable to the responses by teachers in the 
no experience subgroup from the teachers in the substantial experience subgroup 
(£=.014). Teachers with very little experience also differed statistically from teachers with 
substantial (£=.031) level of experience. In addition, responses from teachers with some 
experience were statistically different from responses from teachers with substantial 
experience (p=.009).
Results of the Tukey-HSD procedure revealed that current stage of involvement 
with an inclusive classroom program resulted in statistical differences between the 
observed responses by teachers in the not applicable subgroup and responses from 
teachers with three years or more of involvement (£=.000). Results of the desired 
responses by teachers included in the not applicable subgroups varied significantly from 
teachers in the first year of involvement (£=.014) and from teachers with three or more 
years of involvement subgroup (£=.001).
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Creating Safe Inclusive Environments
Research question 6 is stated as follows: To what extent do teachers feel that 
professional development is observed and desired for creating safe inclusive environments?
The observed scores for creating safe inclusive environments were found to have a 
mean score of 6.30 with a standard deviation of 2.62. The desired scores for creating safe 
inclusive environments were found to have a mean of 10.19 with a standard deviation of 
1.91. Overall, observed professional development scores for creating safe inclusive 
environments were lower than desired professional development scores for safe inclusive 
environments. An analysis of variance of these results is presented in Table 23. Level of 
experience working with students with disabilities, current stages of involvement with an 
inclusive classroom program, and formal/college course work were statistically significant. 
For level of experience (observed), F(4, 320)=4.28, £<05, and for level of experience 
(desired), F(4,320)=7.39, £<05. For current stages of involvement with an inclusive 
classroom program (observed), F(5,319)=6.92, £<05, and for current stages of 
involvement (desired), F(5,319)=5.88, £<.05. For formal/college course work (desired, 
only), F(3,32l)=2.70, £<.05. No statistical significance was found among other categories 
of independent variables.
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TABLE 23
ANALYSIS OF VARIANCE OF OBSERVED AND DESIRED CREATING SAFE
INCLUSIVE ENVIRONMENTS PROFESSIONAL DEVELOPMENT
Source SS DF MS F Null
Hypothesis


























1.14 Fail to reject


























.34 Fail to reject
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Table 23 (continued)
Source SS DF MS F Null
Hypothesis

























































To determine which of the subgroup means on the Creating Safe Inclusive 
Environments Observed and Desired subscales differed significantly among themselves, a 
post-hoc t-test (Tukey HSD) was performed. Results of the test revealed that level of 
experience resulted in significant difference between observed subscales that were 
attributable to the responses by teachers with very little experience from teachers with
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substantial experience (£=.016) and extensive experience (£=.003). The results of the 
Tukey-HSD procedure revealed significant differences on the desired responses from 
teachers with no experience and all other subgroups: very little experience (£=.039), some 
experience (£=.016), substantial experience (£=.000), and extensive experience (£=.002). 
Additionally, the results suggested a significant difference between responses from 
teachers with very little experience and teachers with substantial experience (£=.005). 
Teachers with some experience differed statistically from teachers with substantial 
experience (£=.006).
Results of the Tukey-HSD procedure revealed that the current stage of 
involvement were statistically different between the observed responses by teachers in the 
not applicable subgroup and teacher responses with the three or more years (£=.000) of 
involvement. Results of the desired responses from teachers in the not applicable 
subgroup varied significantly from teachers who are in the first year o f involvement 
(£=.013). Additionally, teacher responses in the not applicable subgroup varied 
significantly from teachers with three or more years involvement (£=.000).
Reflective Practices
Research question 7 is stated as follows: To what extent do teachers feel 
professional development is observed and desired for reflective practice when 
implementing inclusion?
The observed reflective practice scores were found to have a mean score of 48.57 
with a standard deviation of 11.20, while the desired reflective practice scores were found
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to have a mean score of 61.47 with a mean score of 8.72. Overall, observed professional 
development scores for reflective practice were lower than desired professional 
development scores for reflective practice. An analysis of variance o f these results is 
presented in Table 24. Current stage of involvement with an inclusive classroom program 
was statistically significant. For current stages of involvement with an inclusive classroom 
program (observed), F(5,319)=2.43, p< 05, and for current stages o f involvement 
(desired), F(5,319)=2.96, p< 05. No other statistical significance was found among 
independent variables.
TABLE 24
ANALYSIS OF VARIANCE OF OBSERVED AND DESIRED
REFLECTIVE PRACTICE PROFESSIONAL DEVELOPMENT
Source SS DF MS F Null
Hypothesis


























.81 Fail to reject
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Table 24 (continued)
Source SS DF MS F Null
Hypothesis
Highest level of education 1.33 Fail to reject
Observed 831.94 5 166.39
(Between groups) 39807.00 319 124.79
(Within groups) 40638.90 324
(Total)
.52 Fail to reject
Desired 199.04 5 39.81
(Between groups) 24426.20 319 76.57
(Within groups) 24625.20 324
(Total)
Level of experience
Observed 1.17 Fail to reject
(Between groups) 587.27 4 146.82
(Within groups) 40051.60 320 125.16
(Total) 40638.90 324
Desired 2.23 Fail to reject
(Between groups) 608.43 4 152.11





(Between groups) 1489.46 5 297.89
(Within groups) 39149.40 319 122.73
(Total) 40638.90 324
Desired 2.96* Reject
(Between groups) 1092.47 5 218.49
(Within groups) 23532.70 319 73.77
(Total) 24625.20 324
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Table 24 (continued)
Source SS DF MS F Null 
Hypothesis
Formal/college course
work in special education
Observed 2.27 Fail to reject
(Between groups) 844.69 3 281.56
(Within groups) 39794.20 321 123.97
(Total) 40638.90 324
Desired .47 Fail to reject
(Between groups) 108.27 3 36.09
(Within groups) 24516.90 321 76.38
(Total) 24625.20 324
*g<.05
To determine which of the subgroup means on the Reflective Practice Observed and 
Desired subscales differed significantly among themselves, a post-hoc t-test (Tukey HSD) 
was performed. The results of the test revealed that current stage of involvement revealed 
differences that were attributable to the responses by teachers in the not applicable 
subgroup from the teachers who had three or more years of involvement (g=.025).
Professional Reading
Research question 8 is stated as follows: To what extent do teachers feel access to 
professional reading is an observed and a desired condition for professional development 
when implementing inclusion?
The observed professional reading scores were found to have a mean of 29.83 with a
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standard deviation of 8.37. The mean of desired professional reading scores were found 
to have a score of 41.66 with a standard deviation of 6.88. Overall, observed 
professional development scores for professional reading were lower than desired 
professional development scores for professional reading. An analysis of variance of these 
results is presented in Table 25. Formal/college course work in special education was 
statistically significant. For formal/college course work (observed, only), E(3,321)=2.81, 
£<.05. No statistical significance was found among other categories of independent 
variables.
To determine which of the subgroup means on the Professional Reading Observed 
and Desired subscales differed significantly among themselves, a post-hoc t-test (Tukey 
HSD) was performed. The results of the test revealed that there were no differences 
between the subgroups responses.
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TABLE 25
ANALYSIS OF VARIANCE OF OBSERVED AND DESIRED
PROFESSIONAL READING PROFESSIONAL DEVELOPMENT
Source SS DF MS F Null
Hypothesis


























.86 Fail to reject


























.47 Fail to reject


























.91 Fail to reject
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Table 25 (continued)
Source SS DF MS F Null
Hypothesis



























1.54 Fail to reject
Formal/college course 


























.42 Fail to reject
*p< 05
Supportive Dialogue
Research question 9 is stated as follows: To what extent do teachers feel access to 
supportive dialogue is an observed and a desired condition for professional development 
when implementing inclusion?
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The observed supportive dialogue scores were found to have a mean score of 
39.30 with a standard deviation of 10.81. The desired supportive dialogue scores were 
found to have a mean score of 56.84 with a standard deviation of 8.45. Overall, observed 
professional development scores for supportive dialogue were lower than desired 
professional development scores for supportive dialogue. An analysis of variance of these 
results is presented in Table 26. Years of teaching experience, level of experience 
working with students with disabilities, current stages of involvement with an inclusive 
classroom program, and formal/college course work in special education were statistically 
significant. For years of teaching experience (observed, only), F(4,320)=2.44, p< 05.
For level o f experience working in an inclusive classroom program (observed), 
F(4,320)=3.00, p<05, and for level experience (desired), E(4,320)=2.73, g<05. For 
current stage of involvement with an inclusive classroom program (observed),
F(5,319)=3.77, p< 05, and for current stage of involvement (desired), F(5,319)=4.69, 
p< 05. For formal course work in special education (observed only), F(3.321)=3.03, 
p<05. The independent variable, highest level of education, was not found statistically 
significant.
To determine which of the subgroup means on the Supportive Dialogue Observed 
and Desired subscales differed significantly among themselves, a post-hoc t-test (Tukey 
HSD) was performed. The results of the Tukey-HSD procedure on the observed subscale 
showed that years of teaching experience resulted in differences that were attributable to 
the responses by teachers with 0-4 years experience from teachers with 10-14 years 
experience subgroup (p=.042).
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TABLE 26
ANALYSIS OF VARIANCE OF OBSERVED AND DESIRED
SUPPORTIVE DIALOGUE PROFESSIONAL DEVELOPMENT
Source SS DF MS F Null
Hypothesis


























.55 Fail to reject


























.37 Fail to reject



























Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
107
Table 26 (continued)
Source SS DF MS F Null
Hypothesis
Current stage of 






















































.55 Fail to reject
*£< 05
Results of the Tukey-HSD procedure revealed that the level of experience working 
with students with disabilities resulted in differences that were statistically significant 
between the observed responses by teachers with very little experience and responses from 
teachers with substantial experience (g=.035). A. significant difference existed between the
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desired responses of teachers with no experience and teachers with substantial experience 
fe=.049).
Results of the Tukey-HSD procedure revealed that the current stage o f 
involvement with an inclusive classroom program subgroup resulted in statistical 
differences between the observed responses by teachers in the not applicable subgroup and 
teacher responses with three or more years involvement subgroup (£=.002). Results of 
the desired responses by teachers in the not applicable subgroups varied significantly from 
teachers in the first year of involvement (£=.042). Teachers in the not applicable subgroup 
also differed statistically from teachers with three or more years of involvement (£=.000).
Results of the Tukey-HSD procedure revealed that the formal/college course work 
in special education resulted in differences that were statistically different between the 
observed responses by teachers who have had no course work in special education and the 
teachers who have special education certification (£=.039).
School Improvement
Research question 10 is stated as follows: To what extent do teachers feel
professional development is observed and desired for school improvement when 
implementing inclusion?
Observed school improvement scores were found to have a mean score of 12.49 
with a standard deviation of 3.50. The desired school improvement scores were found to 
have a mean score of 17.80 with a standard deviation of 2.90. Overall, observed 
professional development scores for school improvement were lower than desired
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professional development scores for school improvement. An analysis of variance of these 
results is presented in Table 27. Level of experience working with students with 
disabilities and current stage of involvement with an inclusive classroom program were 
statistically significant. For level of experience working in an inclusive classroom program 
(desired, only), E(4,320)=4.16, £<05. For current stage of involvement with an inclusive 
classroom program (observed), F(5,319)=2.90, £<.05, and for current stage of 
involvement (desired), F(5,319)=6.22, £<.05. No statistical difference was found among 
other categories o f independent variables.
To determine which of the subgroup means on the Supportive Dialogue Observed 
and Desired subscales differed significantly among themselves, a post-hoc t-test (Tukey 
HSD) was performed. The results of the Tukey-HSD procedure on the observed subscale 
revealed that years of teaching experience resulted in differences that were attributable to 
the responses by teachers with 0-4 years experience and from teachers with 10-14 years 
experience (£=.029).
The results of the Tukey-HSD procedure revealed that level of experience working 
with students with disabilities resulted in differences that were statistically significant 
between the desired responses by teachers with very little experience and responses by 
teachers with substantial experience (£=.014). Additionally, a significant difference 
existed between the desired responses of teachers with some experience and teachers with 
substantial experience (£=.001).
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TABLE 27
ANALYSIS OF VARIANCE OF OBSERVED AND DESIRED 
SCHOOL IMPROVEMENT PROFESSIONAL DEVELOPMENT
Source SS DF MS F Null
Hypothesis


























.80 Fail to reject


























.35 Fail to reject
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Table 27 (continued)
Source SS DF MS F Null
Hypothesis























































2.55 Fail to reject
*J2<.05
The results o f the Tukey-HSD procedure revealed that current stage of 
involvement with an inclusive classroom program resulted in statistical significance 
between the observed responses by teachers in the not applicable subgroup and teacher 
responses with three or more years involvement (p=.015). Results of the desired
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responses by teachers included in the not applicable subgroups varied significantly from 
teachers in the first year of involvement (£=.008). Teachers in the not applicable subgroup 
also differed from teachers with three or more years of involvement (£=.000).
The results of the Tukey-HSD procedure revealed that the formal/college course 
work in special education differed statistically between the desired responses of teachers 
who had no course work in special education and the teachers who have special education 
certification (£=.047).
Access to College Courses or Advanced Qualifications
Research question 11 is stated as follows: To what extent do teachers feel
professional development is observed and desired for access to college courses and 
advanced qualifications when implementing inclusion?
The observed access to college courses or advanced qualifications scores were 
found to have a mean of 34.30 with a standard deviation of 7.82. The desired access to 
college courses or advanced qualifications scores were found to have a mean score of 
45.16 with a standard deviation of 5.89. Overall, observed scores for access to college 
courses or advanced qualifications were lower than desired professional development 
scores for access to college courses or advanced qualifications. An analysis of variance of 
these results is presented in Table 28. Current stage of involvement with an inclusive 
classroom program was statistically significant. For current stage of involvement with an 
inclusive classroom program (desired), E(5,319)=3.25, £<.05. No statistical difference 
was found among other categories of independent variables.
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TABLE 28
ANALYSIS OF VARIANCE OF OBSERVED AND DESIRED 
ACCESS TO COLLEGE COURSES OR
ADVANCED QUALIFICATIONS FOR PROFESSIONAL DEVELOPMENT
Source SS DF MS F Null
Hypothesis


























.80 Fail to reject


























.51 Fail to reject



























.78 Fail to reject
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Table 28 (continued)
Source SS DF MS F Research
Decision























































.32 Fail to reject
*p< 05
To determine which of the subgroup means on the Access to Courses or Advanced 
Qualifications Observed and Desired subscales differed significantly among themselves, a 
post-hoc t-test (Tukey HSD) was performed. The results of the Tukey-HSD procedure 
on the desired subscale showed that the current stage of involvement resulted in
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differences that were attributable to the responses by teachers in the not applicable 
subgroup from teachers in the three or more years involvement subgroup (f>=.005).
Summary
Data analysis was conducted to identify subscales that differed significantly at the 
p< 05 level. Among all statistical procedures applied to independent variable subgroups, 
the analysis o f responses based on level of experience working with students with 
disabilities and current involvement with an inclusive classroom program for each of the 
observed and desired subscales were shown to be most significant. Additionally, the 
analysis of responses based on the amount of formal/college course work were found 
significant for the observed professional development practices for assessment models and 
for the desired practices for assessment models, legal issues, and creating safe inclusive 
environments. It is noted that the amount of formal or college course work did not show 
a significance for observed or desired practices of instructional models, philosophy of 
inclusion and working with parents and community. The amount of formal or college 
course work did not identify a significant difference for observed practices of legal issues 
and creating safe inclusive environments. No significant differences were identified based 
on years of teaching experience on the desired subscale and based on level of education on 
the observed and desired subscale.
The rank scores of each of the observed subscales is presented in Table 29. These 
data suggested the perceptions of the degree to which professional development is 
observed from the most observed (1) to the least observed (11). Rank scores expressed
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the position of the professional development subscale when compared to positions held by 
other subscales without consideration for independent variables. The mean of means 
scores was calculated by dividing the mean of each subscale by the number of items 
making up the specific subscale. Each of the subscale items was answered by the entire 
sample o f325 respondents.
Rank scores based on perceptions of desired professional development are 
presented in Table 30. Again, the mean of means was calculated by dividing the mean of 
each subscale by the number of items in the subscale. The data represented the perceived 
desired needs for professional development when preparing, implementing and maintaining 
inclusion programs. This table also displays the change in rank scores between what 
teachers perceived as observed professional development and desired professional 
development.
This chapter presented a description of sample demographics and an analysis of 
survey data. The final chapter presents an overview of the significant findings of the 
study, an examination of findings that support the hypotheses, recommendations for 
further research, implications of the study for professional practice, and researcher’s 
overall impressions and conclusions from this study.
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TABLE 29
SUMMARY OF RANK ORDER OF OBSERVED SUBSCALES
Rank
Score




1 Reflective practices 48.57 15 3.23
2 Access to college courses or advanced 
qualifications
34.30 11 3.12
3 Supportive dialogue 39.30 13 3.02
4 Assessment models 33.79 12 2.82
5 Instructional modifications 49.46 18 2.75
6 Professional reading 29.83 11 2.71
7 School improvement 12.50 5 2.50
8 Philosophy of inclusion 4.34 2 2.19
9 Legal issues 6.43 3 2.14
10 Creating safe inclusive environments 6.30 3 2.10
11 Working with parents and community 
resources
17.42 5 2.05
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TABLE 30
SUMMARY OF RANK ORDER OF DESIRED SUBSCALES AND 
DIFFERENCE OF RANK BETWEEN OBSERVED AND PRACTICED SCALES
Rank
Score






1 Supportive dialogue 56.83 13 4.37 2
2 Access to college courses or 
advanced qualifications
45.16 11 4.11 0
3 Reflective practices 61.47 15 4.10 2
4 Instructional modifications 73.43 18 4.08 1
5 Assessment models 48.36 12 4.03 1
6 Professional reading 41.66 11 3.79 0
7 School improvement 17.80 5 3.56 0
8 Working with parents and 
community resources
17.42 5 3.48 3
9 Creating safe inclusive 
environments
10.19 3 3.40 1
10 Legal issues 10.10 3 3.37 1
11 Philosophy of inclusion 6.02 2 3.01 3
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CHAPTER 5
RECOMMENDATIONS, IMPLICATIONS, AND CONCLUSIONS
Providing special education to students with disabilities has taken many paths 
through the history of education. Before the authorization of Public Law 94-142, the states 
were primarily responsible for providing special education services to students. In 1975, 
Congress passed the Education for All Handicapped Children Act (PL 94-142) ensuring 
protection of children’s and parents’ rights and guaranteeing a free appropriate education 
in the least restrictive environment for all students with disabilities until age 21. In 1985, 
Stainback and Stainback wrote an influential report on the notion of including children with 
disabilities in the general education classroom and cited many disadvantages to the dual 
systems of special education and general education. Stainback and Stainback’s work was 
supported by Will, who wrote a report in 1986 encouraging the merger of special education 
services and general education, thus setting the path of special education in the direction of 
inclusion.
‘Discussions on inclusion provoke strong and often differing opinions among 
educators” (Patterson, 1995, p. v). Including students with disabilities in the general 
education classroom generates challenges for scheduling, addressing, and evaluating 
individual needs and working collaboratively with general and special education teachers. 
Based on a review of literature, studies have proved that effective professional 
development is essential for preparing, implementing, and maintaining responsible inclusion
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programs in the classrooms. However, there is a dearth of research investigating what 
constitutes an effective professional development program.
This study focused on identifying authentic professional development needs of 
elementary teachers in Northeast Tennessee when preparing, implementing, and maintaining 
inclusion of students with disabilities. Historical foundations regarding the dual systems of 
general and special education, relevant and supporting literature, methods and procedures 
for conducting the study, and a summary of survey data were presented and discussed in the 
first four chapters. The four sections of this chapter present an overview of the significant 
findings of the study in light of existing research studies, recommendations for further 
research, implications of the study for professional practice, and the researcher’s overall 
impressions and conclusions from this study.
Overview of Significant Findings 
The purpose of this study was to investigate the discrepancy between 325 
elementary teachers’ perceptions of observed and desired professional development 
conditions, areas and foundations when implementing inclusive practices for educating 
children. The descriptive investigation sought to find significant differences among the 
perceptions of teachers based on years of teaching experience, highest educational level, 
level of experience working with students with disabilities, current stages of involvement 
with an inclusion program and formal/college course work in special education. Results 
from this study suggest several interesting conclusions.
This study revealed that experience working with students with disabilities and
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current involvement in inclusive classroom programs had substantial positive effects on 
observed and desired effective professional development that emphasized classroom 
strategies, the meaning and rationale for inclusion and supportive dialogue. In contrast, 
level of education and years of teaching experience were of little significance. Formal or 
college course work in special education had some impact on observed and desired 
professional development, but was not a constant variable on all areas. A summary of the 
significant findings is found in Table 31.
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TABLE 31
SUMMARY OF SIGNIFICANT DIFFERENCES OF OBSERVED AND DESIRED











Instructional no no yes yes no
modifications (no) (no) (yes) (yes) (no)
Assessment models no no yes yes yes
(no) (no) (yes) (yes) (no)
Legal issues no no yes yes no
(no) (no) (yes) (yes) (yes)
Philosophy of no no yes yes no
inclusion (no) (no) (yes) (yes) (no)
Working with no no yes yes no
parents/community (no) (no) (yes) (ves) (no)
Creating safe no no yes yes no
inclusive environments (no) (no) (yes) (yes) (yes)
Reflective practices no no no yes no
(no) (no) (no) (yes) (no)
Professional reading no no no no yes
(no) (no) (no) (no) (no)
Supportive dialogue yes no yes yes yes
(no) (no) (yes) (yes) (no)
School improvement no no no yes no
(no) (no) (yes) (yes) (no)
Access to college no no no no no
courses (no) (no) (no) (yes) (no)
N o t e ( s ) :  Desired subscales are shown in parentheses
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The comparison of responses based on years of teaching experience failed to identify 
patterns of significant differences. Unlike Levine (1987), who researched life cycle theories 
for adults who work in schools, the current study found that authentic professional 
development practices and desires may be closely related to present working conditions and 
events rather than life or career cycles. Additionally, these results did not support the 
Georgia study of teacher attitudes toward increased mainstreaming conducted by Bender, 
Vail, and Scott (1995). These researchers found that “years of teaching experience 
correlated with their experience with teaching children with disabilities” (p. 91). One 
explanation for this lack of consistency between results is that all the teachers surveyed in 
Georgia were practicing some form of mainstreaming and had an average of nine years 
experience working with students with disabilities. Only 29% of the Tennessee teachers 
reported 3 or more years of involvement with inclusion and 62.5% in the current study 
reported at least some experience working with students with disabilities.
The only comparison revealing a significant difference among years of teaching 
experience was observed supportive dialogue. According to results, teachers with zero to 
nine years of teaching experience engaged in more supportive conversations. This finding 
may be contributed to the tendency, acceptability and opportunity of less experienced 
teachers requesting assistance and guidance because of a lack of experience and automatic 
routines. This finding is consistent with Colton and Sparks-Langer (1993) who stated that 
novice teachers have “a leaner and less elaborate schemata ..  . difficulty with decision 
making .. . and few automatic routines and must consciously think through every decision” 
(p. 46). Based on the researcher’s experiences, less experienced teachers seek supportive
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dialogue to ask for clarification, to understand policies and procedures, and to seek new 
knowledge and facts from seasoned educators.
This study revealed that level of education did not contribute to any professional 
development subscale, including the access to college courses subscale. Fullan and 
Hargreaves (1991) may have summarized the surveyed teachers’ perceptions when they 
wrote that courses can provide “protected environments where inquiry and questioning are 
legitimate focus of teacher activity . . .  . Not all do, and a number become reduced to the 
kind of hoop jumping and paper chasing that is the butt of teachers’ stereotypes about their 
seemingly careerist colleagues” (p. 72). One explanation for these results may be that the 
teachers in this study had not experienced a college or a university degree curriculum 
aligned with the needs and events of the teaching profession and the improvement of 
schools. Many college course are too abstract and theoretical, and if the “courses are 
stimulating and contain many valuable ideas, it is difficult to use them . . .  [because] there is 
no convenient source of help or sharing when problems are encountered” (Fullan, 1991, p. 
316).
The researcher logically surmised that the perceptions based on formal or college 
course work would be similar to responses based on level of education. However, the 
amount of formal or college course work in special education contributed to differences of 
three observed practices subscales and three desired practices subscales. Each difference 
was attributed to the teachers who held special education certification and teachers who had 
no special education course work. Certified teachers practiced professional development 
that focused on assessment models, professional reading, and supportive dialogue. These
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educators also desired professional development that concentrated on assessment models, 
legal issues, and creating safe inclusive environments. This finding is consistent with one of 
the four characteristics of adults and their patterns of learning. Knowles (1970) stated that 
the adult’s readiness to learn becomes increasingly oriented toward the developmental tasks 
of his or her assigned social roles. In addition, Zemke and Zemke (1981) stated that adult 
learners tend to be less interested in survey courses and “prefer single-concept, single­
theory courses that focus heavily on the application of the concept to relevant problems” 
(p.l). Adults prefer courses that provide experiences, information, skills, and competencies 
that are used for their current professional and personal needs. Bender, Vail, and Scott 
(1995) confirmed that teachers’ “mainstreaming attitudes did correlate positively with the 
number of courses taken on teaching children with disabilities: Teachers with more course 
work had more positive attitudes” (p. 90).
The most predominant feature of the data analyzed in this study was the consistency 
of significance found in the responses of teachers based on the level of experience working 
with students with disabilities and current involvement with an inclusive classroom program. 
These factors seemed to have the greatest significance on observed and practiced 
professional development. Results of this data are consistent with the adult learning theory 
presented by Zemke and Zemke (1981). The authors stated that:
1. The learning experiences adults seek out on their own are directly related to 
the life-change events that triggered the seeking.
2. Adults are generally willing to engage in learning experiences before, after, or 
even during the actual life-change event. Once convinced that the change is a
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certainty, adults will engage in any learning that promises to help them cope with 
the transition.
3. Adults who are motivated to seek out a learning experience do so primarily 
because they have a use for the knowledge or skill being sought, (p. 1)
Results of this study support the concept that sustained learning must be focused on what is 
important. These results suggested that teachers who had experience with students with 
disabilities were engaged in professional development activities that explored effective 
strategies of instruction and assessment, legal issues, philosophy of inclusion, working with 
parents and community resources, creating safe inclusive environments, and supportive 
dialogue. Similarly, responses from teachers with experience working with students with 
disabilities wanted to participate in the professional development that explored the same 
topics plus desired professional development in school improvement.
Responses from teachers who were currently involved with inclusive programs were 
similar to responses from teachers with experience teaching students with special needs.
Like teachers with experience, teachers who were involved with inclusive programs 
suggested that professional development was observed in instructional modifications, 
assessment models, legal issues, philosophy of inclusion, working with parents and 
community, creating safe inclusive environments and supportive dialogue. In addition, 
teachers involved in inclusive programs wanted professional development in areas of 
reflective practices and school improvement. An additional noteworthy feature is that 
differences attributed to involvement with inclusive programs were suggested on 9 of the 
eleven practiced subscales. The only exceptions were the professional reading and access to
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college courses subscales. These results also revealed that involvement influenced 
differences on the desired subscale. Statistical differences were found on 10 of the 11 
desired subscales. Rainforth (1992) found comparable results when mainstreaming teachers 
who were involved with a five-year study on the effects of full inclusion on regular 
education teachers “expressed and demonstrated overwhelmingly positive effects of 
inclusion” (p. 49).
Rank scores for the professional development subscales revealed that teachers 
observe and desire reflective practice, access to college courses or advanced qualifications, 
and supportive dialogue. These practices are supported by Fullan and Hargreaves (1991) as 
“guidelines for action” or “how to create, sustain, and motivate good teachers throughout 
their careers” (p. 63). These authors see the three guidelines as the foundation for effective 
professional development. Fullan and Hargreaves stated that reflective practice is not 
simply “thinking” but is a path that “leads to new insights and improvements in practices” 
(1991, p. 67). They also stated that access to courses and advanced qualifications may 
stimulate deeper personal reflection, and supportive dialogue may serve as a connection 
between inquiry that possibly was stimulated by college/university courses and existing 
personal knowledge gained through reflective practice (Fullan & Hargreaves, 1991). The 
teachers in the current study revealed that these areas were the three highest ranking 
subscales of the observed and desired professional development.
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Recommendations for Further Research
“There is no single strategy that can contribute more to meaning and improvement 
than ongoing professional development. Successful staff development, like successful 
change, requires great skill, sophistication, and persistence of effort” (Fullan, 1991, p.
318). The research questions in this study focused on the perceived professional 
development needs of elementary teachers regarding inclusion of students with disabilities 
in the general education programs. The questions and survey items were founded on 
current literature exploring components of effective professional development for all 
teachers.
This study is limited to elementary teachers in the northeast region of Tennessee.
It may be useful to determine if respondents’ perceptions are similar to those responding 
to the same issues in other states. Additionally, it may be beneficial to determine if 
personnel working at the middle school and high school levels have similar perceptions of 
professional development. Because paraprofessionals are often directly involved with 
methods of instruction, content delivery, and assessment, including this population in 
additional research may be appropriate.
Results of this study determined that teacher experience and direct involvement 
impact perceptions of professional development. This may be explained by recognizing 
that teachers with varying levels of experience and involvement need different kinds of 
professional growth opportunities. Little research addressed the effectiveness of 
professional development when linked to stages of growth, characteristics of adult
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learning, and transitional structures of human development. This type of professional 
development may simulate the stages of curriculum-based assessment or the development 
of an individualized education plan, or more suitably named, an individualized professional 
growth plan.
Professional development linked to stages of growth encourages individuals to 
increase responsibility for their own professional growth. More responsibility, in turn, 
creates more empowered, fully-developed people (Cunningham & Gresso, 1993).
Initially, a personal formation of scope and sequence for specific professional development 
goals, or areas of need, would be necessary. After identifying the needs, the individual 
would develop a plan to reach specific target goals by implementing objective subskills 
and tasks based on the individual’s stage of personal growth. The stage would reflect a 
person’s present circumstances, events and interests; therefore, a person might move 
between stages based on personal areas o f need. The tasks may be premised on 
transitional structures of human development as presented by Cunningham and Gresso 
(1993). Table 32 describes these stages as selfish self-indulgence, scripted self-validation, 
and vital self-reliance. Table 33 suggests areas o f professional development and activities 
based on the stages presented in Table 32, but is not comprehensive and is meant only to 
suggest possible activities. These activities and many others may be used to implement a 
personal plan and to collect artifacts that demonstrate professional progress. In this 
process, reflection is the final component. Through refection, an individual “recasts, 
reframes, and reconstructs” prior knowledge and gains an appreciation and recognition 
that professional practice has improved (Grimmett et al., 1990, p. 26).
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TABLE 32

























Self-identities World & individual same 
Magical absorption of 

















Self-sense Greatness of one’s world 
Internal motives & 
impulses 
Grandiosity
Fit-in, pleases others 














Conform to expectations 
Duty, authority 
Obligation 
Right of society 
External validation 










Note(s): From: William G. Cunningham and Donn W. Gresso, 1993, Cultural Leadership: The Culture or
Excellence in Education, p. 210. Copyright 1993 by Allyn & Bacon
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TABLE 33
SUGGESTED PROFESSIONAL DEVELOPMENT FOCUS AND ACTIVITIES










Focus on: Instructional Openness, flexibility Site-based, participatory'
competencies Professional dialogue management
Baseline repertory Self-developed plans Self-directed goals
Structure Professional opportunity Self-definition of role
Clinical experiences Shared responsibility 
Team/group goals




Suggested Content based Vertical team member Facilitator of vertical
professional workshops Mentor for novice team
development Professional teacher Contributor to a
activities: organization member Shared leadership professional journal
Professional dialogue response team member Editor of a professional
(Activities are group member School board journal
not contingent Teacher support group representative Facilitator of district
solely on member School-based team leader shared leadership
stages.) School-based District level internships response team
internships Goal setting with a Community/school/
Professional colleague university partner











Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
While the data in this study reflected only some surface aspects of professional 
development, the researcher expected that through participating in professional 
development influenced by individual needs, interests, and experiences, professional 
development would become “one of the most promising and powerful routes to growth on 
the job, to combating boredom and alienation, to school improvement, and to satisfaction” 
(Fullan, 1991, p. 318). This type of professional development would build on collegjality, 
problem solving, improvement, collaboration and discovery of teaching and learning. 
Research is needed to determine the necessary culture of the school that promotes such 
professional development opportunities. This type of research would be complex and 
situational, but would provide a foundation for establishing a stage for professional 
development as a viable mode for providing relevant and useful learning for educators.
Implications of the Study for Professional Practice 
The United States Department of Education revised its mission statement and 
principles of professional development to “encourage ‘rigorous’ and relevant content, 
strategies, and organizational supports that ensure the preparation and career-long 
development of teachers and others” (Department of Education Makes Professional 
Development a Priority, 1996, p. 10). The principles are used to guide legislation and 
grant opportunities for developing school and district programs that will “increase 
professional development activities and support teachers’ leadership roles in professional 
development planning” (Department of Education Makes Professional Development a 
Priority, 1996, p. 10). The Principles of High-Quality Professional Development focus on
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systemic improvement, research and practice, collaboration, lifelong learning, and 
evaluation. After revising the mission statement and principles, the Department began its 
search for effective school or district professional development programs to use as 
exemplary models. To date, the Department continues to struggle with finding models 
that positively affect student achievement. Little research has been conducted on 
establishing effective professional development programs. Many studies have determined 
that teachers view professional development as visceral to preparation and implementation 
of systemic change. However, this study’s results infer that policy makers, funding 
sources, and school administrators need more information on the foundations, content, 
and conditions for providing effective professional development and how to evaluate the 
success of professional development.
Using the mission and principles of the Department o f Education professional 
development plan, the reauthorization plan of IDEA, presented by the Office of Special 
Education and Rehabilitative Services, addressed two needs through professional 
development: a shortage of personnel to serve students with low-incidence disabilities and 
leadership personnel (United States Department of Education, 1995). Through 
reauthorization, effective professional development programs would promote:
1. National activities to support state-of-the-art teaching and learning practices 
and promote portability and cross-categorical approaches;
2. Grants to colleges and universities, working in conjunction with a number of 
states, for increasing the supply and quality of personnel to work with students 
with low-incidence disabilities; and
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3. Activities to build the capacity of colleges and universities to ensure strong 
leadership in regular and special education administration and teacher 
preparation, (p. 37)
Recognizing the lack of effective professional development programs is a first step 
in the right direction for the Department of Education and the Office of Special Education 
and Rehabilitative Services. However, federally mandating programs to ensure 
professional development may not be the solution. Effective professional development is 
not solely about learning new teaching techniques, strategies, and modifications to use in 
the classroom. Far too many changes have been mandated as quick fixes without support 
services and consideration for individuals involved. Slavin (1997) stated that one reason 
that school improvement attempts fail is that too many programs are implemented without 
support and guidance for teachers. Based on the premise that there is a movement within 
public schools toward greater inclusion, this study sought to identify professional 
development needs of teachers when planning, implementing and maintaining professional 
development. One implication that the results of this study made on future planning of 
professional development is that program planners and evaluators must consider the needs 
and readiness to learn of the teachers before engaging in professional development 
activities. Prescribed programs will not be successful unless individuals’ stages of 
development are considered and a variety of learning opportunities are provided.
To guarantee effective professional development programs, implementation should 
be based on the knowledge of the role, people, and settings in question, as well as on an 
overall understanding of the change process and the meaning of change. Fullan (1991)
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suggested three guidelines that encourage effective professional development:
1. Faculties and schools should use three interrelated strategies—faculty renewal, 
program innovation, and knowledge production—to establish their new niche as 
respected and effective professional schools.
2. Learning must permeate everything the district and school does; it must be 
held as equally important for all staff regardless of position; districts and schools 
must strive to coordinate and integrate staff development.
3. All promoters o f professional development should pay attention to and worry 
about two fundamental requirements: (a) incorporating the attributes of 
successful professional development in as many activities as possible and (b) 
ensuring that the ultimate purpose of professional development is less to 
implement a specific innovation or policy and more to create individual and 
organizational habits and structures that make continuous learning a valued and 
endemic part of the culture of schools and teaching, (p. 343)
The second implication concerns the evaluation of effective professional development. 
Evaluation of successful programs will require complex, longitudinal studies that research 
teacher efficacy, increased professional conversation and reading, teacher motivation, 
increased problem solving, and self-directed learning. These factors are similar to Stage 
III of the human development structure as presented by Cunningham and Gresso (1993). 
Professional development should be evaluated by the teacher’s professional growth and 
increase of student achievement. However, to recognize achievement, it must first be 
defined. Student achievement in an inclusive environment is not measured only by
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classroom grades or academic ability and cannot be measured solely by scores on teacher 
administered achievement tests. In fact, a student’s personal achievement may not be 
recognized for many years after he or she has the opportunity to be a contributing member 
of a diverse society. In other words, effective professional development may be evaluated 
by the improvements or positive changes in the classroom’s, school’s, or community’s 
culture. Seashore-Louis described components of the culture that support a performance 
learning community based on the following:
1. Learning requires a process in which knowledge sources are shared and 
adapted within the school community.
2. Original learning can only be successful when it is focused on learning about 
what matters.
3. Teachers take responsibility for personal, professional growth and are involved 
with sharing conversations.
4. The focus is on student learning, not teaching techniques. (January, 1997)
The Researcher’s Overall Impressions and Conclusions 
Professional development is similar to making a personal career choice. Many 
people choose a profession based on the needs of society, availability of resources, skills 
and knowledge, and on personal interests and experiences. Choices of professional 
growth should encompass similar factors of individual needs of teachers based on 
students, the availability of resources, and personal interests and prior knowledge. 
Educators involved in inclusive environments and who have experience teaching students
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may have experienced the most diverse populations in the schools. Without a doubt, these 
educators know that mandating professional development panaceas will not increase 
teacher effectiveness, student achievement, and build positive cultures. Based on the 
results of this study and the researcher’s experiences, the following conclusions can be 
made.
The first conclusion is that various professional development opportunities exist 
for teachers. Teachers involved with inclusion and teachers with experience working with 
students with disabilities reported practicing professional development in many areas 
necessary for preparation and implementation of inclusion. These teachers observed 
professional development opportunities in all subscales except access to college courses or 
advanced qualifications and professional reading. These results lead the researcher to 
believe that the teachers are assuming personal responsibility for seeking professional 
development opportunities in the areas of need outside of what is provided through the 
school or district network. However, these teachers did not perceive access to college 
courses or advanced qualifications and professional reading as viable provisions for 
professional development to prepare, implement or maintain responsible inclusion 
programs.
Since no group of teachers observed access to college courses for professional 
development, it would be beneficial for colleges and universities to establish a relationship 
and a network of information with school districts. This network could become a source 
of data collection to be used as a foundation for realigning college or university 
curriculums to meet relevant teacher needs. In the short range, colleges and universities
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would be better equipped to provide attractive courses that would increase student 
enrollment. In the long range, aligning courses to meet the needs of teachers would be a 
foundation that would link relevant adult learning to systemic school improvement.
No group reported a desire to engage in professional reading. The researcher 
concludes that some teachers view reading as a time-consuming task. Fullan and 
Hargreaves wrote that “teachers often complain there isn’t enough time for professional 
reading. But just one hour for one article a week gives access to at least four new ideas 
and insights a month” (p. 70). If given a scheduled time during the work day to read 
professional journals, educators may be more willing to “seek new perspectives and ideas, 
new teaching techniques, ways to work with colleagues and possibilities for improvement” 
(p. 70).
The final conclusion is to continue with and build on what is good with 
professional development. Most teachers in this study observed and wanted professional 
development in the areas of instructional modifications, assessment models, legal issues, 
working with parents and community, creating safe inclusive environments, and supportive 
dialogue. However, higher education faculty members, teachers, school administrators, 
and community representatives should be aware that “the enemy of excellent is good” 
(Slavin, 1997). It is the final conclusion that excellent professional development will offer 
opportunities for teachers to grow in new, uncharted directions, such as access to college 
courses and advanced qualifications and professional reading, and not settle for delivering 
simply what has been comfortable and desirable in the past.
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I am in the process o f preparing a survey questionnaire for an upcoming 
research project. The research will deal with assessing professional development 
needs when implementing inclusion programs.
To depict the full range of professional development goal areas and 
conditions accurately I am respectfully asking that you review the cover letter, 
instrument and demographics. Please edit or rewrite any items you feel 
necessary.
Additionally, please answer the questions as though you are a participant of 
the research. Think o f yourself as a teacher in your school. Your answers to the 
two scales will be used to find areas of similarities, or factors, to be assessed.
As someone interested in education, your ideas are very important to the 
design o f this survey instrument and I am personally very grateful for your help 
and time. Thank you.
Best regards,
Pat Burgess
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Patricia D . Burgess
Route 19  Box 1 5 7 , Apartm ent 9
Joknson Citv, T ennessee 5 7 6 0 1
September 25, 1996
Dear Colleague:
I am a student in the Department of Educational Leadership and Policy Analysis at 
East Tennessee State University, and I am respectfully requesting your help with the 
enclosed pilot survey on the professional development needs of elementary teachers 
implementing responsible inclusion of students with disabilities in general education 
classrooms. The purpose of the study is to determine the discrepancy between observed 
and desired professional development areas, conditions, and foundations.
This pilot study will take only a few minutes to complete. Your participation is 
voluntary and all responses will be strictly confidential. By completing the survey, you 
will be expressing your willingness to participate in the pilot and a report of the findings 
will be available to you upon request.
Best regards,
Patricia D. Burgess
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Assessing Professional Development Needs 
of Teachers Implementing Inclusion in Grades PreK - 8
Directions: Please rate each of the professional development scales below (l=low; 
5=high) based on the observed level of participation of your school and on what you 
consider to be the desired level of participation for each condition, area, and foundation of 
professional development.
I. Professional Development Conditions:
The following conditions have been observed or are desired in 














is important for 





1. General education journals at my school site 1 2 3 4 5 1 2 3 4 5
2. Current educational magazines in a system or district library 1 2 3 4 5 1 2 3 4 5
3. Time during school for professional reading 1 2 3 4 5 1 2 3 4 5
4. Current educational magazines at my school 1 2 3 4 5 1 2 3 4 5
5. Professional special education journals in a district library 1 2 3 4 5 1 2 3 4 5
6. System-wide professional library 1 2 3 4 5 1 2 3 4 5
7. Special education journals at my school site 1 2 3 4 5 1 2 3 4 5
8. School staff expertise for “in-house” workshops 1 2 3 4 5 1 2 3 4 5
9. College or university tuition assistance or waivers 1 2 3 4 5 1 2 3 4 5
10. Formal personal/professional goal setting with 
supervisor/administrator
1 2 3 4 5 1 2 3 4 5
11. School-wide professional library 1 2 3 4 5 1 2 3 4 5
12. Release time from duties to attend professional development 
activities
1 2 3 4 5 1 2 3 4 5
13. Notices o f professional conferences 1 2 3 4 5 1 2 3 4 5
14. Time for professional dialogue focused on specific topics 1 2 3 4 5 1 2 3 4 5
15. Time to share conference or workshop information with colleagues 1 2 3 4 5 1 2  3 4 5
16. Notices o f courses or schedules from area colleges and universities 1 2 3 4 5 1 2 3 4 5
17. Opportunities to team with an innovative colleague 1 2 3 4 5 1 2 3 4 5
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L Professional Development Conditions: (Continued) Observed Desired
18. Informal teacher support groups focused on professional 
improvement
1 2 3 4 5 1 2 3 4 5
19. Informal personal/professional goal setting 1 2 3 4 5 1 2 3 4 5
20. Financial assistance for professional conferences 1 2 3 4 5 1 2 3 4 5
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II. Professional Development Areas:
The following professional development areas have been observed or 
are desired in my school’s professional development process:
Observed







about. . . )
L ow -----High
Desired
(It is important 
for my school 








1. Characteristics of students with disabilities served in inclusive 
classrooms
1 2 3 4 5 1 2 3 4 5
2. Effective strategies for students with disabling conditions in inclusive 
classrooms
1 2 3 4 5 1 2 3 4 5
3. Effective strategies for general education students in inclusive 
classrooms
1 2 3 4 5 1 2 3 4 5
4. Alternative delivery models to use in inclusive classrooms 1 2 3 4 5 1 2 3 4 5
5. Adapting instructional content to Gt the needs o f all learners 1 2 3 4 5 1 2 3 4 5
6. Philosophy and rationale for inclusion 1 2 3 4 5 1 2 3 4 5
7. Legal issues related to inclusion 1 2 3 4 5 1 2 3 4 5
8. Adapting technology for inclusive classrooms 1 2 3 4 5 1 2 3 4 5
9. Working with parent volunteers in inclusive classrooms 1 2 3 4 5 1 2 3 4 5
10. Utilizing community resources to facilitate inclusive settings 1 2 3 4 5 1 2 3 4 5
11. Strategies for transition of children with disabilities promoted to 
next grade or middle/junior high school
1 2 3 4 5 1 2 3 4 5
12. Creating a safe, orderly environment through conflict resolution or 
behavior management strategies to decrease disruptive behavior in 
inclusive settings
1 2 3 4 5 1 2 3 4 5
13. Educating parents about inclusive settings 1 2 3 4 5 1 2 3 4 5
14. Alternative forms o f assessment, testing, and grading for all learners 
in inclusive settings
1 2 3 4 5 1 2 3 4 5
15. Adapting speciEc instructional materials for children with 
disabilities in inclusive settings
1 2 3 4 5 1 2 3 4 5
16. Developing an individualized curriculum for children with 
disabilities in inclusive settings
1 2 3 4 5 1 2 3 4 5
17. Alternative assessment techniques for all learners in inclusive 
settings
1 2 3 4 5 1 2 3 4 5
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I. Professional Development Areas: (Continued) Observed Desired
18. Problem solving strategies for teaching students in inclusive 
classrooms
1 2 3 4 5 1 2 3 4 5
19. Partnerships with other agencies 1 2 3 4 5 1 2 3 4 5
20. Integration o f curriculum and assessment in inclusive settings 1 2 3 4 5 1 2 3 4 5
21. Instructional use o f technology in the inclusive classroom 1 2 3 4 5 1 2 3 4 5
22. Instructional use o f Electronic Mail (e-mail) in the inclusive 
classroom
1 2 3 4 5 1 2 3 4 5
23. Instructional use o f World Wide Web, Internet in the inclusive 
classroom
1 2 3 4 5 1 2 3 4 5
24. School improvement through inclusive environments 1 2 3 4 5 1 2 3 4 5
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III. Professional Development Foundations:
The following foundations have been observed or are desired in my 
school’s professional development process:
O bserved






on. . . )  
L o w -----High
Desired
(It is important 





on. . . )  
L ow -----High
1. Self reflection that leads to new insights and improvements in my 
classroom
1 2 3 4 5 1 2 3 4 5
2. Students’ feedback or classroom evaluations 1 2 3 4 5 1 2 3 4 5
3. School and district goals 1 2 3 4 5 1 2 3 4 5
4. Enhanced repertoire of teaching skills/concepts 1 2 3 4 5 1 2 3 4 5
5. Group learning 1 2 3 4 5 1 2 3 4 5
6. My individual learning style 1 2 3 4 5 1 2 3 4 5
7. Cultivation of uniqueness o f teaching skills 1 2 3 4 5 1 2 3 4 5
8. Individual, personal judgment 1 2 3 4 5 1 2 3 4 5
9. Increased personal understanding and awareness of critical 
educational issues
1 2 3 4 5 1 2 3 4 5
10. Active learning 1 2 3 4 5 1 2 3 4 5
11. Exploration and experimentation of new skills and techniques 1 2 3 4 5 1 2 3 4 5
12. Students’ educational needs 1 2 3 4 5 1 2 3 4 5
13. Other areas of school change or improvement 1 2 3 4 5 1 2 3 4 5
14. Personal visions 1 2 3 4 5 1 2 3 4 5
15. Lifelong learning 1 2 3 4 5 1 2 3 4 5
16. Commitment to continuous improvement 1 2 3 4 5 1 2 3 4 5
17. My students and their success 1 2 3 4 5 1 2 3 4 5
18. Teacher collaboration 1 2 3 4 5 1 2 3 4 5
19. Feedback from colleagues 1 2 3 4 5 1 2 3 4 5
20. My personal philosophy o f inclusive settings 1 2 3 4 5 1 2 3 4 5
Please use this space to make additional comments about your professional development program in relation to 
inclusion in your school or school district:
T h a n k  y o u  for y o u t  tim e an d  cooperation.
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Providing the following information will greatly help in the interpretation of your 
responses: 
(Please circle all that apply.)
1. Gender:
2. Highest educational level:
3. Certification:
4. Years of teaching experience:
5. Currently teaching in grades:
6. Your current stage of involvement 
with an inclusive
classroom program
1. Level of experience working 
with students with disabilities
8. Have you had formal/college 
course work in special education?
Comments:_____________________
T h a n k  you very m uch for your cooperation!
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1. Male 2. Female
1. Bachelors degree






2. Early childhood K -4
3. Elementary 4 - 8
4. Elementary K - 8
3. Special education
6. Subject/area certified 






5 More than 20
1. PreK
2. Early childhood (K - 4)
3. Elementary (4 - 8)
4. Comprehensive 
(PreK - 5 or PreK - 8)
1. Thinking about it
2. Planning for use
3. 1st year
4. 2nd year







1. Yes -1 - 3 courses
2. Yes - more than 3 courses but not certified
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Patricia D . Burgess
Route 19 Box 1 5 7 , A partm ent 9





Dear Dr./Mr./Mrs., Superintendent (Director):
I am currently involved in a research project that is a requirement for the Ed. D. degree in 
the Department of Educational Leadership and Policy Analysis at East Tennessee State University.
The purpose of this study is to assess professional development needs of teachers when 
implementing elementary inclusion programs. I am planning to survey a sample of elementary and 
middle school teachers in the area.
The purpose of this letter is to request your permission to survey the teachers of elementary 
and/or middle schools in your district that a random sampling technique identified. The following 




I request your permission to contact the principals of these schools to arrange to have the 
professional members of the faculty to complete in informed consent form, demographics record, 
and the Assessing Professional Development Needs of Teachers Implementing Inclusion in Grades 
PreK-8 Survey during a faculty meeting in October 1996.
No comparisons will be made between school districts or individual schools. No district, 
school, or individuals will be identified by name in this study. Confidentiality will be maintained.
Enclosed is a consent form for you to grant or deny permission to contact the principals in your 
district. Also, enclosed is a stamped, self-addressed envelope for your convenience. If you have any 
questions or concerns, please contact me at (423) 926-1070 or Dr. Donn Gresso, Committee Chair, at 
(423) 929-4251.
I appreciate your consideration and assistance in this research.
Best regards.
Patricia D. Burgess
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Consent for Patricia Burgess to Conduct Study and to Contact Principals
(Please complete and return in the enclosed envelope.)
  YES. You may contact the principals of the previously named
elementary/middle schools in my district to collect data 
concerning teachers’ professional development needs.
  I am requesting a summary of the results.
  NO. You may not contact the principals of the previously named
elementary/middle schools in my district to collect data 






Route 19, Box 157 Apt. 9 
Johnson City, Tennessee 37601
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Patricia D . Burgess
Route 19  Box 1 5 7 , A partm ent 9





Dear Dr./Mr./Mrs. , Superintendent/Director:
On September 25, 1996, a letter was sent to you concerning a survey and research 
project assessing professional development needs of elementary teachers implementing 
inclusion. In the letter, I requested your permission to contact the principals of schools 
that were identified by a random sampling technique. My records indicate that I have not 
yet received a response from you.
I understand there is limited time each day for this type of request. However, 
I am respectfully asking that you return the enclosed form. For your convenience, I have 
enclosed a copy of the letter that was mailed to you previously and a copy of the response 
form.
I would be happy to answer and questions you may have. Please write or call me 
a t (423)926-1070.
I am personally grateful for your help.
Best regards,
Patricia D. Burgess
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Patricia D . Burgess
R oute 19 B o i 167, A partm ent 9





Dear Dr./Mr./Mrs. , Principal
I am currently involved in a research project that is a requirement for the Ed. D. 
degree in the Department of Educational Leadership and Policy Analysis at East 
Tennessee State University. The purpose of this study is to assess professional 
development needs of teachers when implementing elementary inclusion programs. Your 
school was identified by a random sampling technique, and your superintendent/director 
has granted permission for the teachers in your school to participate in this project. 
However, your school’s participation in this research project is voluntary on your 
part I have included a copy of the survey, Assessing Professional Development 
Needs o f Teachers Implementing Inclusion in Grades PreK - 8, for your review.
No comparisons will be made between systems, schools, or individuals will be 
identified by name in this study. Confidentiality will be maintained.
I am requesting that a faculty of your choice be selected to distribute and collect 
the survey forms during your next faculty meeting. There will be an Informed Consent 
Form, a Demographic Record, and the Assessing Professional Development Needs of 
Teachers Implementing Inclusion in Grades PreK-8 Survey to be completed. I will send 
the survey forms with instructions to the faculty member of your choice with a stamped, 
self-addressed envelope.
Would you please take a few minutes of your valuable time to complete the 
enclosed form and return it to me in the enclosed envelope so that I can prepare the packet 
to sent to the faculty member you have selected?
If you have any questions or concerns, please contact me at (423) 926-1070 or Dr. 
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Principal’s Response to 
Assessing Professional Development Needs o f Teachers 
Implementing Inclusion in Grades PreK-8 Survey
A study conducted by Patricia D. Burgess
I have selected the following faculty member to administer the survey during the next 
faculty meeting.
Name of Contact Person
Title/Position
The number of professional teachers in grades PreK-8 for the 1996-1997 academic year is 
(Number)







Route 19, Box 157, Apt. 9 
Johnson City, Tennessee 37601
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Patricia D . Burgess
Route 19 Box 1 5 7 , A partm ent 9
Johnson City, T ennessee 6 7 SO I




Dear Dr./Mr./Mrs. , Principal:
On October 10, 1996, a letter was sent to you concerning a survey and research project 
assessing professional development needs of elementary teachers implementing inclusion. 
In the letter, I requested the name of a faculty member of your choice to distribute and 
collect the survey forms during a faculty meeting in October or November, the number of 
PreK- 8 grade teachers and the approximate date of your next faculty meeting. My 
records indicate that I have not yet received a response from you.
I understand there is limited time each day for this type of request. However, I am 
respectfully asking that you return the enclosed form. For your convenience, I have 
enclosed a copy of the letter that was mailed to you previously and a copy of the response 
form.
I would be happy to answer and questions you may have. Please write or call me at 
(423)926-1070.
I am personally grateful for your help.
Best regards,
Patricia D. Burgess
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Patricia D . Burgess
R oute 19  Box  1 6 / ,  Apartm ent 9
Johnson C ity, Tennessee 6 7 6 0 1
October 18, 1996
Dear (Contact person’s name),
The information enclosed is part of a study that is being conducted to assess professional 
development needs of elementary teachers implementing inclusion in grades PreK-8. You 
have been selected by your principal to administer the survey during your faculty meeting
o n  . Having one of your school’s teachers administer the survey during a faculty
meeting will allow members to respond openly and freely in a non-threatening 
environment.
Please follow these four steps to insure standardization:
1. Distribute the forms to all teachers of grades PreK-8 during the faculty meeting. 
Please pass out the forms at the beginning of the meeting, and allow approximately 
15 minutes to complete the forms. Please read the cover letter to the group.
2. Ask the teachers to read and complete the Informed Consent Form, the 
Demographic Record, and the A s s e s s in g  P r o f e s s i o n a l  D e v e l o p m e n t  N e e d s  o f  
T e a c h e r s  I m p l e m e n t i n g  I n c l u s i o n  i n  G r a d e s  P r e K - 8  S u r v e y . Please check to see 
that each participant completes and returns each of the three forms.
3. Collect the three forms separately. This is done to insure confidentiality to those 
completing the survey since no identifiable information is requested on the survey.
4. When you have all of the completed forms, please count the number of forms 
returned and record the number on the enclosed Record of Returned Forms.
Please return the completed forms and the Record of Returned Forms to me in the 
enclosed self-addressed, stamped envelope. The code on the envelope is to let me 
know which school has returned the surveys.
Thank you for your valuable time and I appreciate your commitment to this project. I 
have enclosed a small token of my appreciation and hope that you will enjoy it.
If you have any questions or concerns about the process or project, please call me at (423) 
926-1070. Again, thank you.
Best regards,
Patricia D. Burgess
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Number of Consent Forms
________ Number of Demographic Records
________ Number of A s s e s s i n g  P r o f e s s i o n a l  D e v e lo p m e n t  N e e d s  o f
T e a c h e r s  I m p l e m e n t i n g  I n c lu s io n  i n  G r a d e s  P r e K - 8  S u r v e y
T h a n k  you.
T h e  success o f  th is  project depends on your co m m itm en t to help.
Please return to:
Patricia D. Burgess 
Route 19, Box 157, Apt. 9 
Johnson City, TN 37601
If you would like to receive a copy of the results, please include your name and address:
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Averett College, Danville, Virginia, B. S., 1985 
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